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The new Ministry Pamphlet (No. 30) ‘Education of the 
Handicapped Pupil 1945-55’ appeared as this book was in the 
press and too late for alteration'to be made in the text. Although 
it supersedes Pamplílet 5 as a statement of the latest policy, 
quotations from Pamphlet 5 have been retained on matters that 
are not touched vpon in Pamphlet 3o. 
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CHAPTER I . 
E e 
Introduction e 
0 


HE first provision in England for mentally hantlicapped 

children came with the opening of the Royal Earls- 

wood Institution in 1848, bu@it was not until 1892 that 
the first day school for edueable mental deficients was started 
by the School Board of Leicester. In the years that have elapsed 
since then there have been many changes, poth in the pro- 
visions for deviant children and in the educational philosophy 
that underlies those provisions. In an age when all children 
were expected to conform to set standards only the most 
marked deviants could hope to escape the general lock-step, 
and it is not surprising that the early special schools were 
thought of as abnormal places attended by grossly abnormal 
children, nor that they were often regarded as dumping 


nary school, rather than as educa- 


gtounds to relieve the ordi 
tional establishments in their own right. Traces of both these 
in a less blatant 


attitudes still remain today, but, one hopes, 
form. Nowadays in theory (if not always in practice) an attempt 
is made to distinguish between educable slow learners and the 
low-gradé ineducables, and te exclude the latter: to separate 
out those whose school failure is primarily due to physical 
handicap or emotional difficulty or misbehaviour or absence, 
from the genuine slow learners and to make separate provision 
for them; and to evolve an educational philosophy which starts 
from thé needs of each deviant child rather than from a lock- 
step system which rejects him. 

Over a period of years, the evolution Has been considerable, 
and it is a natural evolution. It stands to reason that in any 
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field, the most glaring handicaps are the ones which first cry 
out for attention and when these have been dealt with lesser 
degrees of deviation can then be noticed and attended to: 
thus the blind are noticed before the partially-sighted and the 
totally aeaf and badly crippled Lefore those whose handicaps 
are slighter. Similarly, ‘mental deficiency’ is replaced by the 
broader concept of ‘educational subnormality’, and the unten- 
able notion that a very small proportion are abnormal while 
all the rest are utterly and entirely similar and suited to an 
academic curriculum is replaced by the notion of a graduated 


continuum in which a large minority may need special educa- 


tional treatment. Much of this change is due to psychological 
discoveries : some of it to a greater liberalism of educational 
thought, as for instance in the ‘child-centred school move- 
ment; and some of it simply to the lessons of experience of 
universal education. When schooling is compulsory for all 
children, the full range of individual variation is brought 
inescapably to the notice of the Authorities, in a way which 
is not possible when exceptions are allowed, as it is just the 
bottom 10 per cent which is most likely to be seriously under- 
represented in such circumstances. Three-quarters of a cei- 
tury's experience of the working of the Education Act of 1870 
showed clearly the need for making more allowance for indi- 
vidual differences, and led to the Education Act of 1944 with 
its stress on the ‘three A’s’. Here we are not concerned with 
the implications of the 1944 Act as regards brightei children, 
but with the wide diversity of provision which it encourages 
and enjoins for the slow and the dull. 

Each Local Authority must make special educational treat- 
meat available for all children who need it. The categories of 
such handicapped children are defined in Regulatious (Statu- 
tory Instruments, 1953 No 1156), and among these categories 
the one we are conccrned with is: ‘Educationally Subnormal 
Pupils, that is to say, pupils who by reason of limited ability or 
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other conditions kesulting in educational retardation, require 
some specialised form of educatioa wholly or partly in substitu- 
tion for the education normally given irf ordinary schools.’ 
This specialised form of education may be given in special 
E.S.N. schools recognised byghe Minister or arrangen®nts may 
be made to give children special educational treatment within 
ordinary schools, In the latter case, the Regulations state that 
the special treatment provided for every handicapped pupil 
shall be appropriate to his disability. The Ministry's Pamphlet 
on Special Educational Treatment adds, ‘In the past, arrange- 
ments for dealing with dull and backward children have been 
made on the assumption that there were few of these, and that 
something makeshift might serve their purpose. It is now real- 
ised that they are many, probably as many ds are suitable for 
grammar school education, and something at once more per- 
manent and more carefully considered is needed.! * 

The 1944 Act has therefore naturally resulted in a great 
expansion of the special services for backward children. New 
special schools have been built and old ones enlarged: develop- 
ment plans have included schemes for special educational treat- 
ment in ordinary schools; experimental remedial centres have 
been set up: Local Education Authorities and other bodies 
have organised many courses for teachers on backwardness 
and allied problems: and publishers have produced books 
which it is claimed are particularly suitable for backward 
children..In all this welter of activity, it is inevitable that 
there should be some confusion and some false starts, promis- 
ing trails that lead nowhere, premature claims for this or that 
method or organisation; and it seemed worth while at this 
point to examine the various ways of providing special educa- 
tional treatment in order to determine the merits and disad- 
vantages of each type of organisation. 

It is quite evident that a book of this kind, dealing only 

1 Pamphlet No. 5, P- 23- 
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with policies, and not with personalities or methods, is leaving 
out much that is most impartant in education. What really 
matters is what gocs on in the school or class and the relation- 
ships it engenders, not how it is organised or how the children 
who attead it are selected. This is jrue in any education and it 
is doubly true in special education, where the informing spirit 
is more than ever vital and ‘the letter killeth’. 

Nevertheless even though organisation is only a framework 
in which the vital activities are carried on, there is a case for 
making it as suitable and, efficient a’ framework as possible. 
A good teacher will do good work even in a bad system, and 
a poor teacher will render ineffective the opportunities pro- 
vided by even the most suitable organisation, but granting 
all this, it still reinains true that he can be helped or hindered 
by the conditions in which he has to work and it is only com- 
mon sense that these should be made as helpful as possible. 
An instructive example is provided by Miss Taylor’s book 
Experiments with a Backward Class. From her description, 
there is no doubt that sound work was done in gaining the 
interest and co-operation of the children, and this is the main 
thing. Yet the organisation left much to be desired. The hetero- 
geneous collection of children, and the absence of selection 
policy other than nuisance value, while it accurately mirrors 
conditions that still too often obtain, made the teacher’s task 
unnecessarily difficult. It would be unfortunate if the success of 
her book led others to assume that the organisation, as well 
as the methods, should be uncritically copied. 

In this book, I have deliberately limited myself to discussing 
principles of policy and organisation, while fully cealising that 
these are part only, and the less important part at that, of pro- 
viding any special educational treatment that is really worth 
the name. Yet within its limited field I hope that it may fulfil 
a useful function, It may be objected that, since each deviant 
child has unique needs, generalisations are unprofitable. But 
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to establish any Ashok, special or otherwise, Authorities must 
have some idea of the sort of chikiren for whom it is intended, 
i.e. they must have policy and principles 18 guide them. Their 
policy need not be rigid, but neithereshould it be hand-to- 
mouth. The children are alleexceptional jn one way of another, 
and in a literal sense it will be ‘the exceptions that prove the 
rule’, and establish the wisdom or otherwise of the provisions 
that are made: yet this does not mean that no general state- 
ments are admissible. I have tried to show that certain policies 
or types of school organisation arecften helpful, but this does 
not mean that they are to be advocated,in all circumstances, 
and it seems to me a useful task to discuss principles of organi- 
sation for slow learners even though (or particularly because) 
they are not rules to be followed blindly. 

I propose to discuss, first, the problems that attend the 
transfer of children to a special school, ascertainment, the 
organisation of classes in special schools, and the decision that 
arises at school leaving age between the alternatives of de- 
ascertainment and reporting to the Mental Deficiency Com- 
mittee, Later, the various forms that the provision of special 
educational treatment may take in ordinary schools will be con- 
sidered in turn, together with adjuncts such as remedial centres. 
Finally, some aspects of the training of teachers are discussed. 

At the outset, I must make it clear that the comments, 
criticisms, and suggestions are in no way official, nor do they 
necessarily reflect the policy pf those Authorities from whose 
practices I have learned most. They are simply the opinions 
of a private individual whose work takes her into a number of 
schools embedying different types of special provision for slow 
learners, and who has had unusually good opportunitiet for 
detailed: and free discussion with teachers from different areas 
and learned from their experience as well as from her own, 
Where the shoe is most likely to pinch in different types of 
organisation. 
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CHAPTER II 


Ascertairiment 
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NDER Section 34 of the Education Act of 1944 it is laid 
| | down as a duty «f Local Education Authorities to 
y ascertain what children in their area require special 
educational treatment (not merely those who may need to 
attend a special school). Having discovered the full extent 
of the need, the Authority is then in a position to make 
suitable provision for all these children, and to decide which 
ones can most profitably occupy special school places and 
which ones can be adequately catered for by other arrange- 
ments, e.g. in ordinary schools. 

An educationally subnormal child, it is suggested in the 
Ministry's Pamphlet No. 5, is one whose attainments are less 
than 80 per cent of the normal for his age: this includes al! 
dull children whose LQ''s are less than 80, and also any other 
children of whatever grade of intelligence whose attainments 
are seriously below their age-level. (Thus, Patrick, a highly 
intelligent child of ten who had never attended school and 
never learnt to read, could be regarded as educatiorally sub- 
normal, and in need of special educational treatment.) Com- 


pared with the pre-1944 position, the categories involved may 
be tabulated as follows: a 


- Those with 1.Q,’s between 
to 1944, would have been cl. 
and could have attended 
defective. 5 

2. Dull children with LQ's between 7o and 8o. 
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50 and 7o. These children, prior 
assed as ‘educable feeble-minded’, 
special schools for the mentally 
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3. Those of any IQ. whose attainments are lower than 80 per 
cent of their age. j T 
Categories 2 and 3 are new, and it is thgir addition which 


-so greatly increases the number of children who are subject 


to be dealt with. It is a great merit of the 1944 Act that it makes 
it possible to provide special help for a v?ry large number of 
children, who would not have come within the scope of a nar- 
rower definition, and that it makes for greater flexibility of 
administration, 

But this greater flexibility is bought at a price. On the 
one side there is the possibility of Confusion among parents, 
teachers, and the general public if they sifhply equate 'educa-* 
tionally subnormal’ with ‘mentally defective’, ignoring the very 
considerable differences, and it is important ¢hat teachers at 
least should be completely clear in their minds that a boy may 
be educationally subnormal and yet rightly retained in the 
ordinary school. On the other hand, it is paradoxically easier 
rather than harder for a careless Local Authority to sidestep 
its obligations with regard to ascertainment. Prior to 1944 the 
transfer to a M.D. school of Charlie who was a nuisance, but 
whose intelligence quotient was relatively high, could be chal- 
lehged on the ground that he was not mentally defective, but 
now (unless the circumstances were quite exceptional) he would 
be fairly sure to come under the wide E.S.N. umbrella. It is 
excellent that Charlie’s need for special help is recognised, but 
at the same time it is easy to fill the special E.S.N. schools with 
Charlies ahd then for the Authority to sit back complacently 
and do nothing about other children whose need is greater. 
The point is, that the wide definition of educational subnor- 
mality could be made to?cover 10 to 15 per cent of the total 
School population, and that under no conceivable circumstances 
are there likely to be special schools for anything approaching 
that number: 1 per cent is probably the limit of practicability, 
i.e. a small fraction of the total number of possible candidates. 
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It therefore becomes a matter of considerab’e practical impor- 
tance how this proportion is selected, The question is not [Em 
much, ‘Would this boy profit from the special opportunities 
that the special school provides?’ (it could probably be an- 
swered affirmatively for many children), as ‘How do this boy’s 
needs compare with-those of other children, many of whom 
“have not been brought to the notice of the Authority? Of the 
available places, how can they best be allocated?’ The matter 
would be simple if the fact that children had not been brought 
to the notice of the Authority mean: that there was no need 
for them to be brought, and although many Authorities do in 
"practice make that comfortable acsumption, yet it is one which 
has little foundation in reality. It is a common experience that 
just to scratch-the surface in many primary or secondary 
modern schools reveals children of similar calibre to those in 
the E.S.N. schools, and that the population of the special 
schools could be parallelled many times over from the ordinary 
schools of the district. This statement can be substantiated 
both by theoretical expectation and by the experience of sur- 
veys. Take the theoretical evidence first. In an average neigh- 
bourhood one would expect to find 1 to 2 per cent of the entire 
School population with an LQ. below 7o, and 8 or 10 per cent 
in addition with 1.Q’s between 70 and 80: if therefore a 
borough with 30,000 children wished to make provision for 
only the most handicapped of its children, those with I.Q.’s 
below 7o, it would need about 500 places, and if it wished to 
make additional provision alsc for the most difficult of those 
in the ‘dull’ Broup (Category 2) it would need well over 2,000 
places. It is true that these need not necessarily be in special 
schools, yet provision on the scale required to comply entirely 
with the Ministry's Suggestions is very rarely found in any 
Authority. The usual provision for an area of the ‘size given 
1s more likely to be in the neighbourhood of 200 special school 
places, of which as many as half may be taken up by Categories 
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2 and 3, yet even to deal fully with Category 1, which is after 
all the prime function of the special E.S.N. schools, would 
require more than twice as many. It may begbjected that mere 
1.Q. level is not the sole determinant. That is true, and the 
question of the criteria to be used in special school selection 
will need further consideration, but my ‘point here is that on 
LQ. alone, the scale of ascertainment is demonstrably insuf- 
ficient, and that even if we add those who are waiting for 
special school places the total does not nearly approach the 
expected level of ascertainment. (If other considerations were 
included as well, the anticipated numbers would rise still 
further.) 2 " ; 
The national position! is: 
Attending special E.S.N. schools «22,639 
Awaiting places in » a 12,578 


Total 35217 


This out of a total school population of over six and a half 
million is rather over 0-5 per cent. 
Turning now to recent surveys, 


seen.? 

In 1953, in a borough with a school population (ages four to 
eleven) of between 21,000 and 22,000, 102 children of the same 
primary ages were attending its special E.S.N. school. Of these 
102, 40 were ex-borough pupils, but 3 borough children were 
in outside E.S.N. schools, makfng a total of 65 of the borough's 
children in E.S.N. schools, i.e. about 0:3 pet cent. Furthermore, 


the I.Q. analysis was: 
Below 50 50-59" 60-69 70-79 8-89 90+ | 
= 9 20 38 30 4 I 
H.M.S.O. Cmd. 9785, Tables 44 and 51. 


1 Education in 1955; 
B. Lendon and Mrs E. D. Farrelly. 


2 Unpublished surveys by Mr R. 
Iam grateful to them and to the Local Educatién Authorities concerned 


for permission to use this material. 
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the same picture is to be 
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"Without pressing the figures too rigidly, it would appear prob- 
able that some of the lower ones may ultimately prove to be 
ineducable, and some of the higher ones belong to Categories 
2 and 3; just over half appear to be in Category I (educable 
mentally handicapped children). The proportion receiving 
special education given above, 0-3 per cent, should therefore 
be cut down accordingly if account is taken only of Category 4 

Finally, enquiry in the ordinary primary schools "e 
that ‘a number of children who ought to be ascertained, an 


who would benefit from a c 
E.S.N. schools, were . . 
++». there is a need for 
also a need to combat th 
schools.’ 

In another district, a post- 
five to fifteen), 


with I.Q.’s above 79, and only € below. Eight children (not by 
any means those whose intelligences were lowest) were attend- 


ing special E.S.N. schools outside the area, and the remainder 
attended ordinary schools, It is 


expansion of the district had 


ourse of special treatment in the 


more special school provision, and 
€ stigma that still attaches to these 


War estate of 3,096 children (ages 


IO 


- retained in the ordinary schools. - 


22 children had been ascertained, 16 of them , 
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mentally handicapped children beside the 6 who had actually 
been ascertained. 9 

These were from districts within Great& London and are 
unlikely to be improved upon in rural areas where difficulties 
of ascertainment and provision of special educationál treat- 
ment are in any case greater. | 

The position may be roughly expressed in diagram form 
as follows: e 


Total area (I--II--IIT)- 10 to 15 per cent of all children. 
° 


Inner Circle—I.Q. 50-70. Š . 

Middle Ring—I.Q. 70-60. 

Outer Ring—Children of any higher intelligence level, 
whose attainments are lower than 80?per cent of the 
normal. 

Shaded portion—those in E.S.N. schools. 


Notes: 

_1. All these children are, technically, educationally sub- 
normal. s 

2. A small proportion only is in E.S.N. schools. 

x 3. Those in E.S.N. schools include some whose handicap is 
less grave (II and III): but they do not include all the most 
seriously handicapped children (T). 

4. The whole group requires special educational treatment 
of one form or another. 

It is difficult to resist the conclusion that ascertainment 
is a chancy business and rather resembles a boy fishing for 
tiddlers with @ jar. He fills his jar, as the Authorities fill their 
Schools, and goes away content: but they are not by any meáns 
the only, and may not be the biggest, tiddlers, and the rest 
remain untroubled in their pools. It is unsatisfactory that a 
child’s chances of getting the special help he needs should 
depend so largely on extraneous factors such as the district 
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in which he lives, the school which he attónds (some schools 
regularly refer children for examination, others rarely or 
never) and even Ais own conduct. If ascertainment were less | 
sporadic and more even, I believe that the sheer size of the 
probleia which is still largely urrecognised by many Authori- 
ties would be revealed, and in this sense, more adequate ascer- 
tainment is the key to the whole question of the provision of 
special: educational treatment. Were the extent of the need 
realised, not only would there be demand for more special 
school places, but Authorities would be in a better position to . 

„cut their coat according to their cloth, and make better use 
of existing places. At present it is all too easy to criticise both 
the choice of children who are in E.S.N. schools and the large 
number of the disinherited, who never get a chance of special 
education at all. 

Why is it that ascertainment should be so uneven? It 
depends on the initiative of parents and Head Teachers in 
bringing children forward for examination, but in many cases, 
they are unwilling to act and nothing is done. The reluctance 
of parents is understandable, but Head Teachers should be 
in a position to take a more balanced view. In the old days 
transfer to a special school was thought to carry a stigma, and 
tradition dies hard; but a more reasonable attitude at the 
present time would be to stress the benefit to the child which 
attendance at a special school should bring. It is true that there 
are bad special schools just as there are bad primary and 
modern and grammar schools, but it would be just as unwise 
to condemn all special schools for that reason as it would be 
to condemn all grammar schools. If a child is not learning in 

| thg ordinary school (or learning only that he is a failure) it is 
far kinder to him to refer him for examination so tkat at least 
official attention is called to his un-met needs. He may or may 


not be transferred te another school, but anyway the Authority 


is made aware of his existence. To fail to refer these children 
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is to condemn both them and their class teacher to continued 
frustration, and to hamper the A&thority in its efforts to pro- 
vide adequately for its handicapped pupils.? 

In an area where provision is known to be inadequate and 
the likelihood of action remote, Head Teachers are témpted 
to become cynical and refrain from referral on the grounds 
that it is useless ‘for nothing ever happens’. Yet that is simply 
to perpetuate the vicious circle, and it can only be broken when 
the full extent of the hidden need is made plain. 

I would like to conclude this section by describing a plan 
for systematic ascertainment. which worked,successfully in one, 
area for some years and which avoids the unevenness and waste 

: which results when referral is left largely to chance. The main 
features of the plan were (1) the initiative came from the Edu- 
cation Office and did not depend on the varying standards of 
a number of Head Teachers, (2) the area of search was delimited 
by choosing one age group and sticking to that, rather than 
disseminating effort over every child of school age. An officer 
of the Authority—in this case the Educational Psychologist— 
visited cach junior school every year, and discussed with the 

A Head Teacher all the very dull children in one age-group (in 
this case the seven to eight year group), including those who 
happened to be absent at the time of the visit. A rapid screen- 
Ing procedure reduced the number who needed full examina- 
tion to manageable limits and in this way a large number of 
children could be covered without fuss, without undue expendi- 
ture of time and with a reasonable certainty that the full extent 
of the children needing special educational treatment was being 
revealed, The actual ascertainment was carried out in the usual 
way in the Education Office in the presence of the parent, but 
the preliminary investigations in the schools had several ad- 
vantages. Not only were they reasonably complete and econo- 
mical of time, but they were welcomed by«he Head Teachers. 
Head Teachers who would rarely, if ever, refer children for 
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statutory examination if left to themselves, ‘were very ready to 
co-operate when approachedin this way. Furthermore, the quiet 
slow child who is“often missed by the usual procedure as the 
extent of his backwardness is unrealised because he does not 
call atttntion to himself could be detected and helped. In this 
way a balance could be kept between the needs of all types of 
children, and the timid and retreating as well as the aggressive 
and delinquent were brought into consideration. A final ad- 
vantage was that the Authority was in possession of a fairly 
complete picture of the whole situation, not only as regards 
children who needed to be sent to an E.S.N. school, but also 
as regards others who were likely to need special educational 
treatment, the dull and backward, and those with behaviour 
problems; and so was able to plan accordingly. I have advocated 
elsewhere? the desirability of Child Guidance personnel going 
frequently into the schools in order to discover children with 
emotional difficulties instead of waiting for them to be referred 
or not referred more or less haphazardly ; and the same applies 
where educational needs are concerned. It is only in the schools 
that the full extent of the problem is seen. Then too, Head 
Teachers are more likely to discuss their children informally 
with a visitor on the spot, be he psychologist, nurse, or Care 
Committee worker, than they are to take the more formal step 
of writing to an impersonal office or clinic, 

A scheme of this nature would be useful for those Authori- 
ties who are starting new special schools. Presumably the 
nucleus of the school would be formed from those children 
already known to the Authority (with the proviso that they 
should be freshly re-examined, and not simply admitted from 
a waiting list which may have been compiled some years be- 
fore), but as the school becomes established and able to take 


in more children, new admissions should enter at the bottom 
in an orderly sequence. 


*In my book Psychology in the Service of the School. 
14 
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; It is worth noting from all this that ascertainment is not 
just a matter of collecting names?for a special school, but is a 
means of discovering the range and extent 8f the need, so that 
the Authority is in a position to find out what forms of pro- 
vision (in the plural, note, no? special schools only) are féquired. 
It is true that formal ascertainment of a particular child is 
required only when administrative action, such as transfer to 
a special school, is contemplated, but it would be a mistake to 
think of ascertainment entirely in special school terms. We 
need to distinguish between the two senses of the word: (r) 
ascertainment of a child, preceding his receiving special edug 
cational treatment, and (2) ascertainment from the Local Au- 
thority’s point of view, when it discovers (or ascertains) the size 
of the problem. It is in this second sense that ascertainment is 
so often rather sketchily carried out, and which I have been 
dealing with up to the present. In what follows I shall be deal- 
ing mainly with ascertainment in the first sense, I turn now to ` 
consider matters that are taken into account in considering the 
transfer of a child to a special school. 


I, AGE 

a child is to profit from special 
art on it too late. Although 
entering E.S.N. schools 


It is universally agreed that if 
school education, he should not st 
many examples can be given of children 
for the first time at thirteen or fourteen, there is nothing what- 
ever to cemmend the practice, The children are old enough 
to feel shame and resentment at the transfer and are often 
troublesome, and even though a skilful and patient teacher 
may eventually win them round, that is no justification. Such 
a skilful and patient teacher could have done more, had*he 
had them earlier. Prior to 1944 it could be argued—weakly, I 
think, but still with some point—that a late transfer could be 
justified since only so could the adolescert be given necessary 


supervision after leaving. Cases were known of boys and girls 
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being transferred to the special school within a week or two of 
reaching school leaving age’ because, had they left from the 
ordinary school (However low their mental level), they could 
not be. notified to thé Mental Deficiency Committee as they 
were not ‘subject to kz dealt with” under the Mental Deficiency 
Acts unless and until they committed an offence. This was 
particularly true of girls who were out of hand and in need of 
protectién, which could only be given under the Mental De- 
ficiency Acts had they actually left from an M.D. school. But 
even this shred of justificátion is now removed, for providing 
certain conditions zre complied with, it is now possible for a 
boy or girl to be reported to the Mental Deficiency Committee, 
having left from an ordinary school. These conditions are that 
he should have been registered asa handicapped pupil receiving 
special educational treatment, and it is important that teachers 
should be aware of the possibility, and should find out the 
| administrative procedure to be followed in their own district 
in order to take advantage of this. Tt is particularly useful in 
rural areas where, owing to the difficulty of setting up special 
Schools, it often happens that a child whom everyone knows 
to be mentally handicapped remains in the ordinary school. + 
Children are often 'discovered' for the first time at the secon- 
dary selection examination or when they enter a secondary 
modern school. In many people's opinion, this is still far too 
late, and the practice of transferring senior children to E.S.N. 
schools should cease, and they should instead be given special 
educational treatment in ordinary schools. It is argued that 
they cannot be the worst cases (otherwise they would have been 
picked out earlier) and that having demonstrateil their ability 
to Keep their head above water to the age of eleven, they should 
be allowed to remain. The weakness of this position is‘that they 
might quite well be bad cases, and one cannot argue that be- 
cause they have beca overlooked for six years, therefore they 
should be neglected for another four. This, however, is not at 
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all what is intended, if the provisions for special educational 
treatment in the modern school Are satisfactory. Tt is useless 
to connive at six years' neglect by allowing such children to 
enter the E.S.N. school far too late: what is needed is to cut 
at the root of the neglect by ensuring (e.g. on the liffes sug- 
gested earlier) that it cannot occur. 

A possible exception to this occurs in the case of rural areas 
whose special schools must be residential. There are many 
difficulties in the way of providing residential places for quite 
young children, and parents’ opposition to special schools is 
likely to be increased if it means being away from home. It 
is arguable that the disadvantage to a child under eleven of 
arily good home outweighs any 
educational advantages that he can gain from being in the 
special school rather than the village school. Hence country 
authorities have tended quite reasonably to concentrate their 
provision of special residential schools on those over eleven 
(except for those younger children who have no home or who 
need to be removed from home—but that is a different prob- 
lem). 
> With this exception, however, it is desirable that children 
who need to go to special schools should go by the age of 
eight or nine, certainly not later than ten. But how early should 
they be picked out? Is there a lower limit below which it.is 
undesirable to send children into special E.S.N. schools? 

, Under the 1944 Act it is possible for children to be ascer- 
tained from two onwards, but in practice (with the exception 
of obviously handicapped children who are likely to be inedu- 
cable) few arê discovered. before the age of five. Some authori- 
ties do not admit children to their special schools before «the 
age of séven or eight; others will take them as young as five 
into classes which are run on nursery lines. In favour of early 
admissions, it is argued that children do not have the ex- 
perience of failure, though when this argument is put forward 
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by those Authorities who at the same time are prepared to 
countenance very late transf.rs, it seems a little odd. In opposi- 
tion to this, it is Very difficult with young children to be sure 


that all the weight has to be placed on mental tests and on 
social and emotional characteristics. But the variability of 
response in young children makes accurate testing difficult. 
They may or may not co-operate: they may be distracted by 
a strange situation and a Strange tester: they may be shy or 
inarticulate or hampered by an untreated sensory or speech 
defect. These ditficulties apply at all ages, but they are greatest 
With younger children, Then it has to be remembered that the 
younger the child, the greater the difference that a few months 
of Mental Age makes in arriving at an LQ.—the margin of safety 
is less at a time when the margin of error is particularly great. 
The estimate of subnormality in a five-year-old involves a very 
difficult double diagnosis between ineducability on the one 
hand and mere dullness on the other—and I for one would nct 
care to make it with any certainty, bearing in mind that it 
is an important decision to make in the life of a child, and that 
the likelihood of error is high, Furthermore, social and emo- 

i isleading. An untrained 


child, who flies into a tantrum or wets on the examiner’s floor 
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cables who are incon trial’, but of the remainder there are too 
many who are misfits for opposito reasons. For instance, Ruth 
was sent to the E.S.N. school shortly aftereher fifth birthday. 
Soon after she was six she was recognising flash cards and call- 
ing on all and sundry to heas her. The teacher was pardonably 
proud of her success, but less pardonably anxious to retain her. 
It is understandable that she should like to have her in her 
class, for she was a docile and friendly child as well as; respon- 
sive, but after all, there is the child to be considered—and also 
all the other children who need special education and are not 
getting it. At the time when this occurred the district was 
badly in need of provisions for special education, and it is diffi- 
cult to defend her retention. f 
However careful the examining doctor, frequent mistaken 
assessments are bound to occur, simply because the conditions 
are so favourable to error. In the great majority of cases, it 
retain children in the infant schools 
trial for two years there instead of 
achers in infant schools, 


would seem preferable to 
and let them have a fair 
prematurely ascertaining them. Te 
when asked for their opinion, are usually willing to retain such 
children (provided, of course, that they are not grossly and 
patently defective—in which case they should be excluded. It 
is only where reasonable doubt as to their educability exists 
that a trial period is recommended by the Ministry.) Infant 
teachers will often give examples from their experience in 
which their original judgment on a child’s capabilities proved 
and the child déveloped more than they would 
M o that by the age of seven there was no 
need to consider special school transfer, but even if this does 
not happen, his capacity can be more accurately gauged when 
he is older and has had normal chances of learning for two years. 

Much, of course, depends on the atmosphere and attitude 
of the teachers in the actual infant schaols under considera- 
tion, While even a borderline child can be happily occupied 
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in learning at his own level in a school with a modern approach, 
the same child could be made miserable by over-pressure. 
Nothing is gained:by keeping him in an environment where 
all he learns is that ha cannot do what other children do. This 
Seems tt me a travesty of a descr:ption of the average infants 
school, but where, exceptionally, it holds then there is a case 
for earlier transfer to the special school. In general, however, 
the balance of advantage lies with the infants school. 

The position changes, however, with the increasing de- 
mands of an academic neture that áre made on subnormal 
children in the junior school, and each year that passes renders 
them more likely to fail, with all the undesirable emotional 
concomitants that failure entails, The sooner they can receive 
the special educdtion they need, the better for them, for their 
junior teachers, for the other children in the (probably large) 
class, and for the teachers in the special school which finally 
admits them. 


I conclude, therefore, that with rare exceptions children 


should be admitted to day special E.S.N. schools not earlier ` 


than seven and not later than nine or ten. The places saved by 
not admitting children before seven or eight could well be 
used for the other children that a more carcful and systematic 
ascertainment would quickly reveal. I cannot think that it is 
any hardship to Stanley, who is genuinely educationally sub- 
normal, to admit him to the special school at seven or eight 
instead of five, when one thinks of the numerous Stanleys who 
as things are do not get their chance at all. 


II. INTELLIGENCE 


sast resort the I.Q. is probably the crucial 
criterion in determining transfer to an E.S.N. school. 
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But having said that, there are at once provisos to be made. 
The best intelligence tests are delicate and sensitive instru- 
ments and need considerable skill in admirf&stration and inter; 
pretation, not sausage machines into which one feeds. a child 
at one end and receives an EQ. at the other. Because they are 
sensitive they are liable to upset—by illness, undetected sen- 
sory weakness! a failure in rapport, or other chance disturb- 
ances—as well as by sheer errors in timing, scoring, er arith- ` 
metic which, human nature being what it is, cannot be ruled 
out. Futhermore, different tests do not necessarily test the 
same abilities, and they may have different standard devia; 
tions, so that one test cannot be directly compared with another. 
For all these reasons, whether due to variations in the test, the 
tester, or the child, the results are likely to fluctuate from one 
occasion to another. It would be as foolish to deny this as it 
would be to overestimate it. In many cases, the fluctuations 

are small, but even where they are larger, it is still fair to say 
that intelligence tests give the best single estimate of the 
“general mental level of the child in comparison with the rest 
of the population. It is unnecessary to split hairs as to whether 
the ‘true’ LQ. is 85 or 87 or 81, put at least there is no suggestion 
that the child is above average Or that he is seriously sub- 
normal: the results give an approximate idea of his mental 
calibre (and hence the type of educational pabulum he needs) 
but not an exact figure on which anyone should take a stand. 

To say that usually children with 1.Q.’s below 7o are best 

in special schools, does not mean that this should be interpreted 
as a rigid borderline because other factors have to be taken into 
considerationsand besides, as we have seen, the figure itself is 
subject to fluctuation; but it does suggest certain limits or 
categories about which certain general statements can be made. 
In general, children of less than half the normal intelligence 

_ `The spuriously low 1.Q. which Ruth in the preceding section was 
given on her original test was largely due to eye trouble which was cor- 
rected by glasses after she entered the E.S.N. school. 
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are likely to prove ineducable. Children of*between half and 
three-quarters the normal intelligence are usually best helped 
by attending special schools, though there may be exceptions 
to this . . . and so on. Zn this way, one can avoid the difficulties 
which ‘come from vntenably rigid borderlines. Nevertheless, 
even though there is bound to be some overlapping when the 
other criteria to be discussed later are taken into account, 
other things being equal those whose intelligence is lowest 
are those whose need of special school placement is greatest. 
It is difficult to defend theetention of pupils of relatively high 
intelligence (say, over 80 LQ.) in E.S.N, schools, as long as there 
are any in the ordinary schools who are very much lower—say 
below 65. 

Evidence as to the degree to which factors other than low 
intelligence enter into special school selection comes from a 
consideration of the sex ratio. It is a common experience in 
E.S.N. schools that boys greatly outnumber girls, yet were 
intelligence alone the determinant one would expect to find 
very little difference, Boys vary more than girls from an average" 
which is similar for both sexes, and that means that one can 
expect to find more very bright and very dull boys than girls— 
but the difference is slight and certainly would not account 
for the heavy preponderance of boys which is found in practice. 
The excess over expectation is almost certainly to be explained 
in other ways—by a greater readiness of Head Teachers to 
refer boys for Statutory examination. A boy who finds school 
Work beyond him is less likely than an equally dull girl to {just 
Sit'—he is more likely to become a nuisance and so call attention 
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I would go so far as to suggest that the sex ratio forms a 
good rough guide as to the adequacy with which ascertain- 
ment is carried out in an area. If there is a ggeat excess of boys . 
over girls we can be fairly sure that it is,inadequate—there is^ 
likely to be a hidden reservoir of girls of, equally lowhtelli- 
gence who have remained undiscovered and unhelped. 


III. ATTAINMENTS 


e 

These can be quickly dealt with. A child's lack of attain- 
ments is one of the first things to call attention to him. Attain- 
ment tests are easily administered, and provide an objective 
measure of what he has learaed or failed to learn. When en-? 
quiries are made, they provide the first sieve. Yet their simp- 
licity and objectivity may prove dangerous, if tóo much weight 
is attached to their results. There are many reasons why chil- 
dren fail to learn, and low intelligence is only one. If we believe 
that special schools should in the main cater for those whose 
handicap is inborn and unalterable and whose need is per- 
manent, we shall pay more attention to the results of intelli- 
ence tests than we do to school failure, however glaring. It is 


, true that this calls for a remedy, and that special educational 


treatment is obviously indicated, but many people would say 
that the answer is not to be found in taking the drastic step 
of sending non-readers to the special E.S.N. school, unless they 
were also qualified on other grounds, e.g. by low intelligence. 

It is worth noting in this connection that examining medical 
Officers are not always in a goot position to judge the educa- 
tional standing of a child. An example will illustrate the point. 
A doctor was prepared to recommend a boy whom he had just 
examined for the special school, although his intelligence was 
higher than the usual borderline—‘after all’, he said, ‘he’s 
nearly 7 and he can't read a word’. A colleague replied that 
that was not as unusual as he appeared to suppose and sug- 


gested that he should visit ‘X’ Infant school (in a poor area) 
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from which the boy had come, and see what the rest of the 
children were like. He did so—and reported in amazement on 
his return that he;had seen a whole class of similar non-readers. 
Nothing more was heard of the proposed special school trans- 
fer. His standards of comparison,as to what could be expected 
of six-year-olds were too high, drawn as they were from the 
knowledge of what his own son and daughter (favoured both 
in endgwment and environment) could do at that age. P 
It is often stated that boys are more often backward in 
reading, and girls in arithmetic. Up «o a point this provides a 
reason for the more frequent referral of boys for statutory 
examination, as failure in reading is commonly given more 
weight than failure in arithmetic by Head Teachers who are 
considering whether or not to bring a child forward. Never- 
theless, it does not account for the great disproportion often 


found, and to explain this we are forced back on to questions of 
behaviour. 


IV. SOCIAL AND EMOTIONAL CHARACTERISTICS 


Everyone knows that in practice behaviour is often the chief 
factor which determines a Head "Teacher's decision to refer a 
child for statutory examination, but the question we are con- 
cerned with here is whether this emphasis on behaviour is 
justifiable. 

If the special school is intended primarily to help those who 
find learning difficult is it not a misuse of its places to fill them 
with children who are primurily behaviour problems? It is 
understandable that teachers in the ordinary schools should 
be more ready to get rid of troublesome children than of quiet 
oaes, and if one thinks of the Special school merely as a limbo 
to which undesirables of all kinds can be consigned, then the 
practice can be defended. It is probable that the carly special 
schools were so conceived, as receptacles for a mixed and hetero- 
geneous collection of children who were unwelcome in the 
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ordinary schools, for whatever reason. But if the needs of the 
children are given first place in our consideration, it is surely 
those children who have greatest difficulty in learning who. 
should attend the special E.S.N. school, because that is the ^ 
place which provides an education suited.to their needs. If we 
take the word ‘special’ seriously, the E.S.N. school ceases to be 
regarded as a dumping ground for misfits, and is considered 
a place which gives special help to those who most needéts care. 
; But here it may be replied that children whose behaviour 
is unsatisfactory often do have ‘great difficulty in learning’. 
Lowish intelligence, poor attainments, and lack of interest in 
school pursuits with consequent inattention and misbehaviour 
form a nexus which it is very difficult to separate out into its 
constituent elements. Granted that this is so, ft is usually pos- 
sible to distinguish between (1) those in whom the low intelli- 
gence is primary and who are ‘naughty’ because the ordinary 
school does not and never can meet their needs, and (2) those 
who are troublesome and fail in school as a result. In the second 
case the misbehaviour is a cause and in the first a consequence, 


of school failure: in the first case the failure is inevitable, but 


in the second case it is not. 

If, therefore, we treat causes and not just symptoms, we will 
try to provide a more suitable type of education, e.g. in a special 
E.S.N. school, for the first group, but the second group needs 
further study into the reasons why they are troublesome— 
reasons which may have very little to do with the school, but 
stem chiefly from the child's péisonality and home. They too, 
need special educational treatment, but it is of a kind different 
from that which the innately mentally handicapped need, and 
in certain circumstances they may have to be ascertainedoas 
maladjusted. Whether such children ought to be sent to an 
E.S.N. school is much debated: if they are sufficiently back- 
ward in school attainments they do come under the wide 
'E.S. N.' umbrella, and an Authority can keep within the letter 
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of the law by sending them there, but nevertheless the wisdom 
of the practice is much tov be questioned. We can ask two 
fundamental queszions: 

1. How effectively can the E.S.N. school help these children? 

Is it*the right place for them? 

2. Whose places are they taking? 1 

In so far as the classes in E.S.N. schools are small and indi- 
vidualattention is possible, the children can be helped more 
effectively than they could if they remained in the large classes 
of their previous school. They are probably benefiting more 
than they would have done in the ordinary school, but that 
does not mean that the E.S.N. school is the best place to meet 
their needs, for the following reasons: 

1. They coufd move at a quicker pace and respond to a 
more varied curriculum than the majority of educationally 
subnormal children to whom the school is rightly geared. 

2. Their influence on the other children is not always desir- 
able, In an ordinary school, there are other able children to act 
as a counterweight, but in an E.S.N. school where by hypo- 
thesis they are the brightest elements, they may lead the others 
into mischief, 

3. Some of these children are delinquents. If it is known 
that they are attending an E.S.N. school, their subsequent 
transfer to an Approved School is greatly impeded: yet their 
prime need may be to be away from their home area. 

4. The shorter hours of the special school and longer 
journeys from home are not ‘Always in their interest, as they 
imply more unsupervised free time. 

5. They are more likely than the genuine handicapped 
pupil to be sensitive to and react unfavourably against, any 
real or supposed stigma that attendance at an E.SiN. school 
carries, 

6. Transfer to ar E.S.N. school as a result of school failure 
is superficial and does not touch the root of the matter in their 
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case. More careful examination into the reasons for their diffi- 
culties is required. o 

7. Most E.S.N. schools would claim greager success for their, 
efforts with timid and retreating children than with young 
toughs. The former (who are usually genuinely handicapped) 
gain in confidence when removed from the hurly-burly of a 
large school into a slower tempo, whereas the latter may not 
be helped by becoming too easily cock of the walk.e{In one 
sense, this is merely to say that E.S.N. schools are most helpful 
in dealing with those whom they were set up to help, which is 
after all their function.) : ; B 

We may conclude that it'is by no means proven that diff- 
cult children are most effectively helped by attendance at an 
E.S.N. school. A 

The second question to my mind is crucial, and it can be 
dealt with briefly. Evidence has been brought forward to show 
that many children of low intelligence are never ascertained 
but remain in the ordinary school. Presumably they get by by 
being unobtrusive—to which two comments can be made: 

1. Retreating behaviour as well as aggressive conduct may 

. be a sign that something is wrong. i 

2. Whether they behave quietly or noisily is really neither 
here nor there when we are considering the need for educational 
help. If he needs special methods to help him to learn, why 
should he be denied that help because his conduct is satis- 
factory? Ọnce we progress beyond the notion that transfer to 
a special school is a punishment, but think of it instead as an 
opportunity for giving special help, a better perspective on the 
Whole question can be gained. Perhaps an analogy with other 
forms of handicap can be useful here. The Head Teacher of a 
junior school would never hesitate to urge the transfer of an 
almost totally blind little girl to the place where she can receive 
the special help she needs—the school for the blind—and it 
would not occur to him to use her good conduct or her mother's 
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interest in the child as an argument against the transfer. Why 
then should the attitude of «parents and teachers be different 
when mental handicap is in question? 

' We touch here on the question of stigma, to which there is 
no short answer. In zhe long run; the only way of getting rid 
of stigma is by the excellence of the work of the E.S.N. school, 
so that it really does provide what is implicit in its title, special 
educatian, 

But special education for whom? Not for all and sundry, 
for those who most need thz particular help it has to offer. Our 
discussion of the criteria to be taken into account in consider- 
ing which children should be sciected for the E.S.N. school 
leads us back to the overriding importance of the inborn factor 
of general intelfigence. Children who lack intelligence must 
fail in school work and they cannot do without the help of 
special methods. Those of more ability may also fail in school 
and then they too will require special educational treatment at 
least for a time; but in allocating places in E.S.N. schools, first 
priority should be given to those in the first category whose 
need is greatest, and whose need is permanent. 

I conclude, therefore, that school failure and social unac- 
ceptability should be taken into account as providing additional 
evidence of incapacity, but the main weight should be given 
to the level of general intelligence, in deciding which children, 
of the large minority who come within the wide limits of the 
term ‘educationally subnormal’, should be the small minority 
sclected for special school treatment. 

Unless ascertainment is full and thorough, the picture of 
the situation which the Local Authority holds is likely to be 
seriously incomplete and unbalanced and therefore the pro- 
visions which it makes will be so too. ~~ 

‘Special educational treatment’ should include, in addition 
to special ES.N. schools for the most handicapped, arrange- 
ments for giving appropriate aes in the ordinary schools to 
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children whose ficeds are similar but less severe, and also 

separate arrangements for dealing with maladjusted children 

(remembering that these may include withdrawn as well as., 
troublesome children). To expect one institution, the ESN. 

school, to cater for all thesé different neds in a partial and 

haphazard way, is to expect the impossible. It is no exaggera- 

tion, therefore, to say that the key to the whole question of the 

Proper provision of special educational treatment is to be found 

in adequate ascertainment. 
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The Organisation of Classes in 
E.S.N. Schools 


- osr E.S.N. schools are small in comparison with ordin- 
M ary schools. At the beginning of 1955 there were as 
j many as 52 out of a total of 256 E.S.N. schools in 
England and Wales with fewer than 50 pupils,’ but the number 
of very small schools can be expected to diminish as a result 
of the Ministry’s policy, which is not to approve any new special 
schools of less than five classes (all ages) or three (primary or 
secondary only), and as existing small schools are enlarged as 
part of an Authority’s development plan. Even so, schools of 
more than 200 pupils are uncommon (the median number on 
roll in January 1954 was between 75 and 100). Apart from con- 
siderations of expediency which limit the size of special schools 
in comparison with ordinary schools (for instance, the need to 
keep the catchment area within manageable travelling dis- 
tance) it is often held as a point of principle that the children 
attending them flourish best in a small community where they 
can be genuinely seen as indiviiuals. 

The typical E.S.N. school probably has five or six classes 
with which to cater for an age range that may be six to sixteen, 
with the upper part of the school top heavy as more children are 
discovered towards the end of their school life. It is rare to find 
a class with only one age group and not uncommon to find a 
range of three or foux chronological years in the one class, This 


* Education in 1955, Table 50. 
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is in marked contrast to the usual urban junior or secondary 
school where there are enough children of one age group to fill 
several classes and three or four streams ar@common. It is true 
that the range of ability is very much less but even so it hasto 
be remembered that the restricted rango of ability may still 
be accompanied by very great discrepancies in attainment level. 
A group of fifteen-year-old boys, for instance, even though the 
IQ. range may be no more than 20 points, may vary allshe way 
in Reading Age from nil to as much as twelve or thirteen years, 
and nearly as great a spread (differently constituted) may be 
found in Arithmetic. Additional complications are caused by 3 
marked variations in socia} and emotional development, in 
physical maturity and in the possession of special talents and” 
disabilities, a 

To this may often be added (if the school is a mixed one) a 
marked disproportion in the numtbers of boys and girls with 
consequent difficulty in arranging for practical subjects. One 
E.S.N. school, for example, an all age mixed school, larger than 
Most, received at the age of eleven the boys from two other 
E.S.N. schools (the girls remaining in their original schools). 
Jn addition to these transfers there were, of course, their own 
boys and girls, so that the senior classes had a sex ratio of 
about five to one. At each stage (note: not each age-group— 
each class contained two years and the five years from eleven to 
sixteen were covered in three stages) there were three parallel 
Classes, tyo of boys and one mixed. There were only enough 
girls to make half a class three cimes over and hence the stage 
system had to be retained and every class contained a mixture 
of age groups, with all the complications that this entails. It is 
true that this is not à typical example, but it does show the 
difficulties of organisation that may Ec at 

It may be said that some of the difficulties of organisation 

put are the results of an unwise admissions 

ided by more systematic ascertainment 
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on the lines advocated in the previous chapter, and by balanc- 
ing the sex ratio. Or again,cf a number of children of rather 

. higher abilities begent to the E.S.N. school the range of mental 
age in any one class may widen out unmanageably. One way 
to get tid of this is co promote the abler children to a higher 
class—but the discrepancy then reappears in the form of a wide 
variation in chronological ages within the one class, hetero- 
geneity.in social development and so on. Furthermore, these 
abler children are presumably markedly lacking in scholastic 
attainments, since otherwise (with their greater ability) why 
should they have been sent to the E.S.N. school at all? It is by 
no means certain that they can adapt themselves well in the 
higher class. The only other way is by adopting some sort of 
streaming—and this raises further issues which need to be ex- 
amined. 

Until recently, streaming was very rarely to be met in 
E.S.N. schools, with the exception of one or two of the largest. 
If a school contains enough children of similar age to form 
more than one class (as in ordinary schools and a few very large 
special schools) little surprise can be expressed if the classes 


are made more homogeneous by some sort of ability/attain— 


ment grouping, i.e. by streaming. But if the attempt is made 
to stream in a much smaller school, it does become surprising 
and one begins to wonder why it is done. It is obvious that two 
streams can be achieved only by increasing the chronological 
age range in each class and where this is already high, consider- 
able unwieldiness results. If 4 


"primary E.S.N. school, for in- 
stance, with five classes to cater for a five to eleven 


runs them ‘straight’ with a reasonable amount cf o 
to over the inevitable unevennesses of de 
children work on individual lines, a fairly 
ture results. But if a similar school were to 
children on leaving the admission class a 
into two streams (on what evidence, one 
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is a very early one for educationally subnormal children, and 
no signs of ‘progress’ in the formal sense are to be expected) 
it is difficult to see what advantage is gainedjas presumably the. 
children would be working individuallyin any case (or would 
they?). Homogeneity of grouping in the ordinary school with 
its very wide range of abilities is advocated to make it easier 
to deal with large numbers by class methods, and this does 
not—or should not—apply in the special school. Furthesmore, 
five-year-old entrants to the Infant school are not streamed, 
and this corresponds to an age of seven or eight in the E.S.N. 
School. With older special school children, of secondary age, 
somewhat different considerations apply, the main one being 3 
the extreme variability of performance of the same child in 
different branches of school work, so that streaming has little 
adequacy. Only a multitude of cross-classifications could really 
serve here, and this has disadvantages of its own. I did hear 
of one E.S.N. school where, with ruthless logic, the boys were 
divided into different 'sets' for every conceivable subject : but 
as this made even a visitor's head whirl, one can imagine that 
it was chaotically incomprehensible to the boys themselves, 
and the very antithesis of what one hopes for educationally sub- 
normal children in the way of providing a steady and stable 
environment. 

Iam inclined to think that some of the attraction of stream- 
ing comes from pretending that it is an ordinary school. The 
modern school is streamed and therefore the E.S.N. school 
tries to copy it, just as the modern school too often a the 
grammar school irrespective of the suitability of the model. If 
only it had the courage to be itself! I have tried to show that 

We ; ; hools that 
conditions are so different between the two sets of schools tha 
copying i$ inappropriate. Again, it is worth noting that the 

7 ing in ordinary schools is becoming questioned. 
value of streaming Y r 
We have no need to enter into that controversy, but whatever 
the merits or demerits of streaming in ordinary schools at least 
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the conditions there are far more favourable to streaming than 
they are in special schools. « 

A further attrection of streaming may be that it is thought 
Bil help in the ‘de-ascertainment of selected children. This is a 
question which will‘need full exumination on its own, and so 
will only be mentioned here. j 

One further objection to streaming seems to me final. This 
isthatZ* can so easily become associated with the very antithesis 
of all that the special school stands or should stand for—the 
philosophy of ‘the weakess to the wall’. Many people criticise 
the ordinary school for paying too little attention to the needs 
of its weaker members, If this is a fault, then at least the special 
‘school should be free of it, by its very terms of reference. In an 
ordinary school} the needs of dull children have to be weighed 
against the needs of the normal and bright, and due attention 
given to each. It is said to bea particular merit of a special 
school that it is free from such conflicting claims and that each 
child should be considered in his own right. The competitive 
attitudes and pressures for results of the ordinary school should 
have no place in the special school. 

Sometimes complaints are made that there are schools wher? 
the A streams have an undue share of equipment and stock, 
and the B streams make do with what is left. This is hard to 
defend in ordinary schools, and for special schools it would 
be indefensible. Much the same applies in the 
teachers to the different classes. It is still -too 
point of honour with successful teac] 
be assigned to successful classes, but 
there is at least some justification fo; 
special school there is none. It will 
special school movement if ever it gets about that"one class, 
and hence its teacher, is ‘better’ than another class, Wherever 
the post of honour and special res 


l re ponsibility is in an ordinary 
school, in an E.S.N. school it is with the weakest and the 
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slowest children, otherwise it will forfeit whatever moral 
authority it possesses. e 


I conclude that streaming in the special gchool raises more. — * 


problems than it solves in organisation, and may be undesir- 
able in principle. In any case;a more careful admission policy 
on the part of Local Authorities could go far to obviate 
the need if the range of ability was kept within manageable 
limits. c 

So far it has been possible to discuss together a number of 
factors which complicate the organisation of classes in E.S.N. 
Schools. It has been suggested that some of these could be, 
avoided while others stem from the nature of the case. A 

There is one overriding difficulty which is so important that 
à general discussion will not serve and it must be considered 
Separately, 

That is, that the population of special schools is constantly 
shifting. Transfers can be effected at any time, and are liable 
to affect every class in the school, since if several children are 
admitted at the bottom other children must move up to make 
room for them, and so on. The drawbacks of this procedure are 
=vious, both socially and educationally. It is important to any 
child and particularly so to an educationally subnormal child, 
to belong to a small stable social unit, with which he can iden- 
tify himself, but it is difficult to do this when the members of 
that unit change at frequent intervals. He may be doing much 
of his work, in the basic subjects for instance, on individual 
lines, but group activities are also an essential part of his de- 
velopment. Group projects are impeded if ‘general post’ is the 
order of the day. Each single child probably stays with the same 
teacher for a considerable time—perhaps two or three years— 
but the ciass is continually changing. It is the sort of system 
which can work at all only if the pattern of the school is very 


flexible, but it imposes à particularly heavy responsibility on 
2 
the teachers without 


being to the advantage of the children. 
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Flexibility of organisation is all very well, but too much fluidity 
can easily spill over into shapelessness and the drift of laissez- 
= faire unless all tke following conditions are fulfilled: (1) the 
Staff work closely tdgether, (2) really careful and adequate 
records are kept of'each child, dnd maintained up to date at 
all times, (3) every single teacher is an excellent organiser able 
to make "individual work' into a reality and not just a pious 
shiblzieth, (4) measures are taken of set policy, to give the 
children a feeling of belonging to a stable unit. It rarely hap- 
pens that all these conditiéns are fulfilled together, particularly 
When one thinks of the difficulty of staffing some E.S.N. schools 
„at all. As long as it persists, it presents the less zealous teachers 
with a gratuitous excuse for failure to look ahead and do even 

. the most necessary planning and preparation. 

These remarks apply particularly to those schools where 
children may be admitted at any time, and the classes alter 
more frequently than once a term. Other schools are reorganised 
every term, which is bad enough, but less bad than the fore- 
going. There are finally a few where a studied attempt has been 
made to evolve a settled framework which will stand for a year, 
as in ordinary schools, and it may be useful to describe these i= 
detail. 

One school has been granted permission to start the year in 
September with an exceptionally small admission class. The 
other classes are up to full Strength, even (in the case of the top 
class) overfull, as some children will reach sixteen: and leave 
during the year, leaving eventually a rather small class, but 
nevertheless it will not be added to. The teachers agreed that, 


*o begin with, it would be 


it is felt that gradual admissions will 
each new entrant a zhance to find his 
ment will be watched with interest 
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ing well, but it will be some time before it is possible to judge. 


its success. e 

The crucial question is whether all admissions can suitably 
be allocated to the lowest class. As the WE Di one for seniofs 
only, the main body of entrants (those Maving the primary 
E.S.N. school which feeds this) is known in advance, but the 
plan can succeed only if stray transfers on a large and unpre- 
dictable scale from secondary modern schools are discovzaged, 
and especially if much older boys and girls, who could not well 
be placed in the bottom’ class, are {ot sent. That, of course, 
would be all to the good. 


Nope sort of stabilisation concerns an all age school, 
Ww : . . s: d 
ere the Authority adopted a policy of systematic ascertain- 


ment on the lines described in the previous chüpter. It will be 
remembered that all children during their first year in the 
Junior school were examined as necessary, and a list of priorities 
established. Those who needed to go to the special school were 
admitted en bloc in the following September, i.c. at the begin- 
Ding of their second junior year, and no further transfers took 
place until the following September, except where families had 
moved into the district from another arca. In this way the 
Special school approximated to the practice of ordinary schools: 
the number and names of children who would be entering the 
School were known in advance and necessary contacts could be 
made with the schools from which the children were coming 
and information collected and the classes could be as stable 
as those in ordinary schools aparsfrom the inevitable sporadic 
transfer from another district. At the same time the Heads of 
the junior schools knew beforehand who would be going, and 
also, and more important, who would not be going. If Jokn 
Was not admitted to the E.S.N. school at the age of eight, his 
Head Teacher knew that he would not go later on either,! and 
so there was no temptation to keep on referring the same child 
1 Saye, of course, in really exceptional circumstances, 
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ost 
-in the hope that finally importunity would ed i. to 
Heads were glad to know where they stood, and it ibility P. 
—. the advantage of, the children in that the Wc. no'loop: 
i "helping them was fairly and squarely in one place, w a collet 
holes such as ‘perhups by next term he will have gone, 
us wait and see what happens’. it 
It should be noted ie when the scheme was first eu. 
involved a certain cutting of losses with regard to older c ru 
but it was felt to be more important to get the "es E: pu. 
into the special school on.a proper footing so that aft - pM 
„years it could be felt that no child whose need was gra ver at 
"been forgotten. Of course, the older children passed à ear 
'* the start of the scheme and the numerous Johns who eac b. 
were considered but not accepted for the special school, We. 
and were given alternative help. The Authority wasina PE Wr 
to provide special educational treatment for such dull x the 
tarded children, because it had ascertained the extent o 
provision likely to be required. r re 
This scheme differs from the last in that the children d 
admitted as a block rather than gradually absorbed, and à ds 
in that it deals with younger children (the exact age of - 
tance is of course immaterial). Each has merits and dene 
but at least both get rid of the bugbear of frequent changes i 
class structure. Perhaps it is too much to hope for that year y 
promotions should everywhere be established, but at least it 15 
quite unnecessary to have changes more frequently than once 
à term, and this could be concidered a first objective, with yearly 
promotions a long term but by no means unattainable goal. 
z one senior E.S.N. school js running a, five-year plan, 
by which each teacher Stays with the same class and moves 


with it up the school. Obviously, this plan can work only if the 
Staff is stable, and if th 


€re is no weak link in the chain; but even 
€ widely copied, the fact that it can be 
done at all shows that ‘general Post’ is not necessary. 
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We may conclude that the conditions which are inescapable- 
are—a range of several years in one'class, an even larger scatter 
in attainment, and hence the need for individual work and 
careful record keeping. Conditions which are avoidable, or ít 
least mitigable, by a suitable admission ibolicy, are—an un- 
balanced sex ratio, an unduly wide range of mental age, and 
constantly changing classes. 

Within the framework of the inescapable conditionssthat 
Organisation is most likely to be satisfactory which is the 
simplest. Unduly complicated organisation which may be 
necessary in a large school can be dispensed with in a small,, 


c 


a 


and in any case it is well to rëmember that elaborate schemes k: 


are incomprehensible to E.S.N. children. 


^ 
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"Reorganisation in’ E.S.N. Schools 


e 


HE majority of E.S.N. schools are all-age. In 1955 there 

| were 142 all-age scaools, and 114 (40 4- 74) divided into 

primary and secondary.! The characteristic picture is of 

,, a single day school per authority, containing both sexes and all 

“ages. This holds for all but the largest urban authorities: 

usually it is only the big cities which provide more than one 

E.S.N. school, and where any other type of organisation is at 
all possible. 

The following discussion therefore applies only to those 
authorities which have several E.S.N. day schools within their 
jurisdiction, and who are free, if they wish, to classify the child- 
ren attending E.S.N. schools along lines of sex or age. 

The arguments in favour of separating primary and secon- 
dary departments can be summarised as follows: 

1. It has been generally conceded that for the majority of 
children reorganisation along the lines advocated by the Hadow 
Report (and assumed as an integral condition in the 1944 Act) 
is beneficial. In reorganising E.S.N. schools, then, we are simply 
applying to educationally susnormal children what has already 
been conceded as desirable for all ordinary children, and bring- 
ing them into line with general policy. 


E 
2. As a corollary to this, it can be argued that the children 
will feel themselves singled out as ‘different’ if their school, 
unlike the schools their neighbours attend, is an all-age one. 
3. Advantageous economies in the provision of equipment 
* Education in 1955, Table 45. 
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and apparatus result from reorganisation. Where a school of 
total roll 120 contains, let us say, rhirty girls and forty boys of 
BEDUOr age, it is difficult to make adequate proyision for practical 
subjects. The small numbers mean that | ius Domesüc 
Science and Woodwork centres are only inf part-time use. This 
1s uneconomical, and when a number of schools have similar 
needs, the cost and waste of unused facilities becomes great. 
Attendances of the children at outside centres have theis own 
disadvantages—the time taken in travel, the risk of accidents 
on the journey, and particularly theseparation of the practical 
work from the rest of the curriculum. Yet the importance of 
adequate training in practical subjects is beyond question for _ 
educationally subnormal children. A tempting solution can bé 
found if the schools in one quarter of the city are grouped 
together: all the facilities for boys’ practical work given to 
one, and for girls to another, and the others which are to be- 
come primary schools, generously provided with nursery-infant 
equipment. It is undeniable that in this way a far more elab- 
Crate standard of material provision can be reached for the 
Same total expenditure. 

At the same time, the argument is not all one way, and 
Weighty social and educational considerations can be urged 
9n the other side. a 

1. It can be said that the experience of the ordinary school 

ant, As the E.S.N. school is a special 
school, it need not and should not follow the precedents of 
ordinary schools in every respect anless it is proved to be to the 


advantage of the children to do so. Special school children, by 


the nature of the case, deyiate from the ordinary pattern, and 
| c one respect in which their educa- 


if this should prove to b d 
tional nerds are different from those of the rest, the question 


falls, - 
But, of course, the onus of proof is on those who say that 
there is such a difference 1n this respect. 
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2. Similar considerations apply to the question of children’s 
feelings. It is wise to take al! reasonable steps to minimise the 
children's feelings,of being ‘different’, but if they are different 
aicd can best be hélped by a procedure which varies from the 
normal, what then If this argument were given unchecked 
sway, we should not provide E.S.N. schools at all. Presumably, 
if a child differs so much from the normal that he needs to 
attenda special school, he is already singled out by his own 
handicap, and what goes on elsewhere need not be considered— 
the important thing is to ;aake sure that the education he re- 
ceives is that best fitted to his needs. Here again, the onus of 
proof is on those who maintain that this can best be served by 


E departing from the usual pattern. 


It is an onug'which can only be discharged by an examina- 
tion of the educational and social factors which are alleged to 
make this difference, and to these I now turn. 

3. A good case can be made for urging that a break at eleven 
plus is detrimental to an educationally subnormal child's pro- 
Bress in the tool subjects. The break comes at the very time 
when he may be reaching the quickening point in reading, and 
before his skill is consolidated. Relatively few children leave 
the primary E.S.N. school with fluency so well established that 
it is proof against the shock of transfer to a new environment, 
and for the rest the transfer comes as a setback, Even where 
close contact is maintained between the two schools, this is so, 
and where there is little or no effective liaison, the setback is 
greater. Examples have been-known where children have been 
changed to an entirely different reading series or, almost worse, 
put back to one they thought they had outgrown. 

" Records do not entirely bridge the Bap, even when they have 
been well kept, and when they have not, the gap "is all the 
greater, since the receiving teacher has little to go on about 
the child's previous:work. 

Change of school, then, can come as a gratuitous interrup- 
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tion of a child's progress in learning to read and at a particularly 
Vital time.* DI 

4- Many teachers in E.S.N. schools urge that if there has 
to be a break, it should not be at the age/of eleven, but later. 
Here the analogy with nornial children if misleading, because 
whether or not they are then ready for a break, the education- 
ally subnormal child certainly is not. His mental age is then 
somewhere between six and eight, and to wait until he saches 
a mental age of cleven plus one would need to wait until he is 
fifteen or sixteen, i.e. school leaving age. 

5. It should be remembered that many children do not 


reach the E.S.N. school until’ they are already nine or ten and S 


Where this is so the primary school is faced with a hopeless task 
as the interval before the child moves on again is impossibly 
short, They have hardly got to know him, much less to help 
and train him effectively, before he has to leave. If the task of 
the primary school is to lay firm foundations on which the 
Secondary school can later build, it should be given reasonable 
conditions within which to work, and these conditions are not 
Teasonable. They discourage teachers who genuinely wish to 

-get to know the children and encourage a child-minding atti- 
tude ‘we can't do much, he'll soon have gone elsewhere’, which 
is the very anithesis of what special school treatment should 
provide. 

If an Authority wishes to separate its primary and secon- 
dary schogls, a precondition for its success is to have a systema- 
tic admission policy by which chisdren enter the primary school 
early enough, and stay long enough to be profitable. As things 
are, an educationally subnormal child can have had three 
breaks by the time he is eleven—from infant to junior, fróm 


! Reseach is needed at this point, and as far as I am aware, no pub- 
lished evidence is available. The result of a preliminary enquiry by Mr 
W. E. T. Butler, which reached me after the aboye was written, does not 
Suggest that transfer is necessarily harmful to reading, but his numbers 
were small and confined to one school. 
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junior to E.S.N., and from one E.S.N. department to another— 
quite apart from any additional changes due to moving 


SEX house, etc. £ 


'^6, Continuity id, particularly important for educationally 
subnormal children more so than“for normal children. Steps of 
learning must be small and carefully graded, and gaps avoided 
at all costs. Where an average child can fill in the gaps for him- 
self, they are not too large, and orient himself quickly to new 
materials and methods, this is liable to be too much for educa- 
tionally subnormal children, and the elements remain unin- 
tegrated and confused in their minds. 

... 7. The same need for continuity is to be found when we turn 
‘trom scholastic to social and emotional factors. I have already 
commented on the adverse effect of too frequent changes with- 
in classes; and the subnormal child's need for a stable environ- 
ment is best served by avoiding changes of school if possible. 
He can be helped more in the slow process of establishing him- 
self and developing an integrated personality if he stays in one 
school where he is known. It has to be remembered also that 
educationally subnormal children frequently come from homes 
where family relationships are defective in one way or another,- 
and where it is very difficult for the children to receive the 
steady background of training and discipline that they need. 
Ifanything, subnormal children are more dependent than other 
children on a good pattern of habitual conduct, and when this 
is lacking at home, the school may be the only substitute. Of 


course, it cannot be a compiete substitute, 


but such as it is, 
itis better than nothing 


; and it does appear unwise to interfere 
with the child's need for continuity ån schooling unless there 


aré very pressing and important reasons (as for instance the 
decision to transfer him to a special school in the first place). 

8. From the teacher's point of view, similar considerations 
apply. Knowledge c£ children as individuals is only gradually 
built up over a period of time and much time is wasted when 
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the new set of teachers in a new school has to get to know him. 
As with his educational progress,°so with his social and emo- 
tional development, however full the previgus teacher's notes . 
may have been (but possibly aren't!) it i$ ror the same as tist- 
hand knowledge of one’s owii. id 

9. Inan all age school, younger children can profit from the 
example of the older children—for instance, in ‘family’ groups 
at the dinner-table—if the tone of the school is good.«%t the 
same time, the presence of the younger children can help the 
older ones, particularly older girls. Small responsibilities for the 
ene of the younger ones can be given to them, and at the samg 
ume practical subjects can acquire purpose and motive in the.. 
provision of necessary equipment for the lowest classes, for 
Instance, the making of play overalls, Wendy house curtains, 
and tablecloths in needlework, simple toys and activity ap- 
paratus in woodwork. It is true that the same things can be 
made for a neighbouring school, but the urgency of the pur- 
pose is much less immediate to a subnormal child, and the 
‘project becomes more artificial. 

Secondary modern schools for girls sometimes make ar- 
rangements to ‘adopt’ a neighbouring nursery, and the girls 
Eo in two's for a week at a time to help there, in order to over- 
come the isolation from young children which results from 
reorganisation: it is to be supposed that the Authorities which 
welcome and encourage such projects recognise that there are 
social disadvantages to be set against the scholastic advantages 
ofr eorganisation, at the same tinie considering that the advan- 
tages preponderate. But with subnormal children the scholas- 
tic advantages are less and the scholastic disadvantages greater, 
so the social disadvantages may be held to become móre 
important. 

It is fair to conclude from all this that there are sufficient 


relevant differences between the E.S.N. schóol and the ordinary 
to argue from one to the other and that 


school to make it unsafe 
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whatever be the policy for the ordinary schools, special educa- 
tion is different enough to néed its own policy. 
On the one side there remains the perfectly valid argument 
Yot.expensive equiorfient can most economically be provided 
if certain schools only, contain older children: on the other, 
the social and educational disadvantages of the process. A final 
consideration emerges at this point. 
1e>Reorganisation necessarily increases the catchment area, 
and hence the distances that children need to travel to school. 


Consider, for instance, the"following diagram, limited for the 
sake of simplicity to three schools, 


A, B, and C are three neighbouring mixed all-age ESN. 
schools. Although I say ‘neighbouring’, they are still some dis- 
tance apart—a much larger distance than separates the ordin- 
ary schools of the district, because for obvious reasons they 
Serve a much wider area. It is decided to turn A into a secon- 
dary school for boys, B into a secondary school for girls, and 
C into a primary mixed school. Immediately the catchment 
area of all three schools is widened to include the whole area 
formerly covered by each separately, i.e. within the dotted line. 
Here again the analogy with ordinary schools is faulty, because 
in large cities the schools are so near that under reorganisation, 
infant and junior and secondary schools can be provided with- 
ina relatively small compass, and travelling difficultits are few 
and in any case confined to the older children. Even in the first 
instance, each special school covered a wide area, and now the 
area has become much greater—and for children of all ages, 
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note, not merely for the older ones. The cost of the additional 
transport thus entailed goes far to?offset any saving on equip- 
ment. Furthermore, there are social. and educational costs as 
Well as monetary ones. Over-tired childzerZ leaving homin 
some cases as early as 8 a.m., àre in no condition to profit from 
the special education provided for them when they finally 
arrive. The hours during which the school is open must be 
curtailed and all the work of the school crammed into hort 
day to allow the buses to leave on time. Is a short day essential 
in the interests of the children? Yès, if they are to be over- 
taned by routine grind with an over-emphasis on bookwork ;, 


but if their curriculum is well diversified and provides an ade-_ 


quate element of practical and aesthetic pursuits, as it shoul 
be in a good E.S.N. school, it will not tire them unduly. Again, 
à short day means that those children who live near the school 
have plenty of time on their hands and may get into mischief 
if they are so disposed. Clubs and after school activities are out 
of the question because of transport difficulties, and evening 
meetings for parents are similarly not easy to arrange. Tn fact, 
One sometimes gets the impression that the whole organisation 
of the school is geared to considerations of transport—a clear 
case of the tail wagging the dog. With a smaller catchment 
area, many of these disadvantages could be avoided, and the 
organisation of the school simplified. 

Tn the last resort, a special school is not primarily a building 
Which is a centre for a complicated bus schedule and in which 
is housed a number of pieces of elaborate and up-to-date equip- 
ment: itis a place where children are given special educational 
treatment, and their welfare must always have first considera- 
tion, While it is desirable to have as good equipment as possibie, 
it can be purchased at too dear a price if it entails the sacrifice 
of more important goals: even if a somewhat higher standard 
of achievement in one or two directions is made possible for 
some of those with special abilities, that is not the final answer. 
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It is possible (though not necessarily desirable) for a teacher 
of brighter pupils, say in a technical school, to concentrate en- 
tirely on improving their skill in whatever craft they are pursu- 
His. but such an \gtitude would be entirely stultifying for a 
teacher of subnormal children. "The ‘results’ he gains are not 
likely to be of such a high standard, technically, to be regarded 
as sole ends in themselves, though they may very well be a use- 
ful Ez;product and a source of confidence and pleasure to the 
child. He must look for his results over a wider field and include 
in his purview the social and emotional as well as the intellec- 
,tual development, of his charges. For these reasons, the ad- 
_ ditional skill in a particular direction that may be attributable 
“to better equipment, excellent though it is in itself, cannot 

outweigh the dtawbacks that are inescapable if special schools 
are organised so that there is a break at the age of cleven. 


RESIDENTIAL SCHOOLS 


For various reasons, some educationally subnormal children 
may need to be educated away from home. In country districts, 
the children who need special education on account of mental 
handicap may be scattered over a wide area, so that travelling 
daily is out of the question, and it is either a residential school 
or nothing. In both town and country there are always likely to 
be some subnormal children who need to go to a boarding 
school because their home is a bad one, because they have no 
home, or because they are out of control or delinquent. All 
things considered, it is probably true to say that children at- 
tending residential schools are likely to have histories of es- 
pecial difficulty, more so than those who attend E.S.N. day 
schools. There may be exceptions to this in the residential 
schools of rural counties, but even there difficult batkgrounds 
are likely to preponderate. Social factors thus take on a still 
more urgent role than they do in day schools. 

Whatever may be said against a break at eleven plus for 
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: paren who attend day schools can be urged with double 
E M en PE schools. For them the school 

> r some of them, åt is the only home ~ 

p have. A change of school involves $riater dislocatio-> for 
m. than it does for a day school child, because the readjust- 
required is total—yet these are the very children whose 
s of adjustment are less even than those of the average 
ubnormal child, It is generally agreed that children wi? lack 

à steady home background need especial help and care and the 
slow growth of meaningful relationships over a period of time, 
and how can this take place if they are gratuitously uprooted 
in the middle of their school life? It is a wanton threat to what-_ 
ever sense of security they have managed to build. From the 
teacher's point of view, too, there is more and not less need to 
know the children than there is in a day school, and again what 
Was said carlier on this point applies with greater force. Further- 
more, the presence of a mixture of ages is more valuable in a 
residential school than it is to day school children who have no 
lack of contacts with younger and older children, if not in their 
family at least in those of their friends at home. The fear of 
undesirable practices can be overstated, if the tone of the school 
1s good, and negative attitudes should not have the last word 
In the building up of policy. AsI write, there keeps running in 
my mind a picture of three residential E.S.N. schools, each of 
Which contains senior girls. One takes seniors only, receiving 
Its children at the age of eleven plus from a separate school a 
few miles away: a second has juiiiors of both sexes in addition 
the third is for girls only, but the youngest 
are eight or nine. Thereis a marked difference in the tone of 
these schools, much to the disadvantage of the first. Now obvi- 
ously to make comparisons between the three would be full of 

pitfalls as there are so many factors which have not been taken 
into account, but at least it can be said tliat the experience of 

the second and third schools shows positively that no ill effects 
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need follow the mixing of ages, nor even the mixing of sexes. 
The first school has many advantages, including an unusually 


we, good headmistress, and yet—why should the girls be as they 


are;.shallow, uncermir, seemingly without roots? The picture 
to my mind is uncomfortably like’that of the classic ‘institution 
child’ made familiar by the Curtis Report: and at least we can 
say that it has not helped them to get roots to be moved about 
as they, have been, whether this is the whole of the story, or not. 
Again, it may be said that the presence of the little boys in the 
second school may have helped the big girls, but they them- 
selves went elsewhere at eleven, and so had a broken history. 
. Few authorities have been bold enough to set up a mixed resi- 


“ 'aential E.S.N, school for all ages, and indeed the difficulties are 


formidable, but when they can be overcome the result is often 
very good. When all is said and done, life is co-educational, 
even if the schools are not. Whatever the merits of mixed 
schools for older children, at least there is plenty of evidence 
to show that older and younger children can be together to the 
advantage of both. Those who advocate ‘family groupings’ in 
residential schools may not carry the day yet when it comes 
to mixing the sexes, but it is perfectly possible to have a mixture 
of ages and to do away with the thoroughly undesirable practice 
of moving children from one school to another like so many 
puppets when they reach the age of eleven. 
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P) 


HIS cumbrous phrase is used for the process which re- 

verses that which led to a child's transfer to a special 

school. He is ‘ascertained’ as being in need of special 
educational treatment, and if that need is deemed to be at an . 
end, he is said to be ‘de-ascertained’. This may occur at a point 
during his school career, or at the end of it. Somewhat different 
Assucs are raised by these two cases, and it is as well to treat 
them separately. 


A. De-ascertainment during school life 


Prior to 1944, if a child was sent to a special M.D. school, it 
Was to all intents and purposes a permanent placement. Since 
Presumably he was sent there only because he was an 'educa- 
able mental defective’, his condition could not be alleviated, 
however excellent the education he received. To transfer a 
child back to the ordinary school was tantamount to admitting 
that he had mistakenly been sent to the M.D. school in the 
first instance. Although transfers did occasionally occur they 
Were not common (one may suspect that the mistakes were more 
frequent than the rectification of them). With the passing of 
the 1944 Act, and the substitution of ‘educationally subnormal’ 
for ‘mentally deficient’ the position changed considerably. The 
much wider connotation of educational subnormality and 


Specifically the inclusion of those who were backward in school 
ther than low inteiligence, meant that 


to be educationally subnormal at one 


it was possible for a child 
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an 

time and not at another. A permanent state was no nM 
inherent part of the definitibn. It was not, therefore, um 
for a headmaster to claim that a boy had ceased Y: m E 
tially subnorman as it would formerly have been am No 
claim that the boy had ceased to be mentally de oem in- 
admission of error on anybody's part was thereby inv ful effort 
deed it might even be considered evidence of puse. and 
on te part of the E.S.N. school, if a child Was mp darts 
sent back to the ordinary school. A cynic might say con 
new dispensation made it casier for Authorities p^ special 
errors of judgment in the selection of children for » m wid 
‘school, but it also made it easier for them to rectify the t than 
- But a principle much more importa EN 
mere face-saving is involved in all this widening of ih 1.08 
principle that a much larger number of children than t under 
2 per cent who would be considered mentally deficien B. 
the old definition need special educational treatment, an aus 
those who need it should be able to have it without dealt 
debarred by unduly rigid limits of who is 'subject to be edial 
with’. Special educational treatment thus assumes a rem: vell 
aspect, and deals with children whose need is temporary as Y 
as with those whose need is permanent, in ESN: 

On these premises, there may be need for teachers in “dial 
schools to re-think their objectives and to adopt EL. bo 
function in addition to their previous task of helping i pe 
who are permanently disabled. Then again, what is an ‘err 6 
of judgment in sclection? Is it an error of judgment for n. 
Authority to transfer a boy from a very large class where he ha 


made no headway whatsoever to a small class where he can be 
htlped, whatever his LQ.?— i 


Certainly there is a case for helping such boys, but the fore- 
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going argument assumes that there are no facilities, other than 
those in the E.S.N. school, for próviding special educational 
ieee tment. This assumption may all too often be correct in fact, 
but i it defensible in principle? We come bck to the essental 
questions: (1) What is to happen to mentally handicapped 
pupils if places in the E.S.N. school are taken up by improvable 
cases? (2) Is the E.S.N. school the best place for giving remedial 
help? = 

The 1944 Act has now been in operation long enough for a 
body of experience to be Available regarding the way in which 
these new problems and opportunities are working out in prac-_ 
tice in E.S.N. schools, and für tentative observations to be 
made on the trends which appear to be developing as @ 
result, » 

It is not easy for teachers in E.S.N. schools always to re- 
member that they may now be catering for two groups of 
children whose needs are very different, their permanent clien- 
téle and abler individuals who are nevertheless very backward. 
Things go on much as they have always gone on, and the whole 
tone and tempo is undemanding: no need to fear that expec- 
tations of improvement are set too high. But the occasional 
brighter child may merge only too successfully into the 
Beneral background. 

For instance, Evelyn came to England at the age of ten 
When her mother's marriage to an American had finally broken 
up. For various reasons, she had received very little schooling 
until she entered an English junioz school, still a complete non- 
reader. Perhaps if her native language had been other than 
English, the examiner would have been more ready to dis- 
tinguish between lack of reading and lack of capacity to read: 
as it was, she was promptly sent to the E.S.N. school, in spite 
of an LQ. of 88. She had plenty to say for herself and her con- 
versation and width of general informatien made her stand 
out from the rest of the children there in a way which one 
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would have thought could not be missed, except that it was 
missed. She was transferred with the rest at the age of eleven 
to a secondary E.S.N. school, and neither school seemed to con- 
seer her needs aq ia any way different from those of other 
children. She has adapted herselz only too well to her surround- 
ings and as she is now nearly thirteen it seems unlikely that 
she will return to the ordinary school. She is progressing —at 
the,special school pace, though not at her own—and her atti- 
tude to learning is compliant, that is, she responds to any help 
and encouragement she réceives but is not so enthusiastic that 

; in its absence she will carry on and go ahead on her own. This 
seems to be a case of getting the worst of both worlds, for had 

'*Vhe remained in the ordinary school she would, being the girl 
she is, probably have responded to the higher expectations the 
teachers held for her. In fairness to the special school, it must — 
be said that no suggestion that Evelyn was rather different from 
the others was made by the Authority at the time of the place- 
ment. Nevertheless, it remains true that she is not receiving 
the special educational treatment which she needs. It may be 
said, in view of the history, that there is a possibility of emo- 
tional difficulties, but if this is so, she still is not getting the 
appropriate help. 

Other teachers and schools are more aware of the possibility 
of returning children to the ordinary school. In one or wo 
instances, it may even seem as if the policy of the school is 
being considerably if not unduly influenced by this,possibility. 
This is a case where the proof of the pudding is in the eating 
and one can but wait and see what trends develop and how the 
possibility of de-ascertainment is actvally affecting the work of 
the E.S.N. schools. Straws in the wind are not entirely reassur- 
ing. Talk of ‘scholarships’ (when a child is de-ascertained and 
returned to the ordinary school) is no doubt partly a joke, but 
it can easily becom? more than a joke and lead to undesirable 
competition between schools. It is said that there are already 
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Schools which make a boast of the number of their children 
who return to the ordinary school.'It is a short step from this 
to Set out, of deliberate policy, to increase that number, and if 
this happens the door is open to several ¿indesirable con=<- 
CM in the way of cramining some and neglecting and 

epreciating others. Every good teacher likes to see some result 
for his labours, in which he can take pride. When he enters 
an E.S.N. school, a teacher must forgo the most obvious fesms 
of gratification, and gain his results over a wider area than 
Scholastic attainment. There is danger of a covert reintroduc- 
tion of scholastic goals underneath a drive for de-ascertain- 
ment, and a corresponding depitciation of those who are unable 
to reach the standard involved. I myself think that this implicft 
depreciation is more damaging to a child’s self-respect than any 
actual neglect which may be involved. 

There seems to be need for a middle way, between never 
returning children to the ordinary school, and making this the 
focus of attention; and the key is to be found in differentiating 
between the needs of different children. The justification of 
Special school education is not to be found in making it one 
More kind of forcing-house like the rest, but at a lower level, 
mor in giving up all attempt at instruction, even in cases where 
it is appropriate, but in allowing each child to progress at his 
Own pace. This may result in certain children returning to the 
Ordinary school, and this is creditable, but it is no more credit- 
able than the efforts of a less-endowed child to develop at his 
Own level. The teacher can take pride in both. 3 

We may conclude that the de-ascertainment of certain 
children is a dangerousagoal of endeavour for the TEHN 
school to set itself, but it may be an occasional by-product: 

The arnount of de-ascertainment that goes on is likely to 
depend less on the school than on.the Local Authority, as it 
is largely a function of the latter's admission policy. The 

: if illi long run determine whether 
calibre of the children will in the long 
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there is much or little ‘improvement’ to be expected from 
them, and this is a further argument against the unwisdom 
of setting up the number of those sent back to the ordinary 
school as a test of he efficiency of a school. Two E.S.N. schools 
in different areas where the policy of the Authority is different 
may be equally efficient and yet have quite different de-ascer- 
tainment records: it would be as foolish to compare them as 
it would be to compare the number of grammar school places 
in a junior school in a slum arca and in a comfortable district. 

The final questions that must be considered are the ques- 
tions of policy raised earlier, whether in fact the E.S.N. school 


“is the best place in which rem«dial help can be given, and if 


20, how priorities are to be established between the claims of 
different groups on places in the E.S.N. school. 

The advantages of E.S.N. schools can be summarised as— 
smaller classes than in ordinary schools, individual work, and 
less rigid organisation. As against these advantages, the E.S.N. 
School as a place for remedial work suffers from a number of 
disadvantages. 

I. As we have seen, it is not always easy for teachers to keep 
a balance between the claims of the innately handicapped and 
the claims of remedial work. One or other is likely to suffer. 

2. It greatly increases the problems of organisation of the 
E.S.N. school if the range of Mental Age is considerably in- 
creased. (This point was dealt with in Chapter III.) 

3. Occasional returns of a few children to the ordinary 
school are one thing; but if it is a set policy to admit many 
children whose need for special educational treatment is tran- 
sitory, their passage can be disturbing to those who must of 
recessity always remain, even if the teachers are careful to 
avoid partiality. Discouragement cannot always be avoided in 
this event, both to the children and to their parents, and the 
latter may be less careful than the teachers and express their 
disapproval openly to their children, 
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4. The transfer of children to an E.S.N. school is rather a 
cumbrous procedure hedged about with safeguards and appeals 
and examinations. It is true that the process of certification has 
now been abolished (except where there arg irreconcilable Zis- 
putes) but even so it is quite a time-consuming business to get 
a child into a special school, and having got him in, to get him 
Out again. 

5. This leads to a question of parents’ attitudes, for the 
E.S.N. school as a place for remedial work is likely to be handi- 
capped by parental suspicion. Prejudice against the former 

silly school’ dies hard, and that offensive epithet is still to be, 
heard, and is not reassuring. Where a boy needs to attend an 
E.S.N. school for the rest of his school life this opposition hfs 
to be faced and can be overcome, but it seems rather gratuitous 
to brave it if a shortish period of help is all that is envisaged. 
It may be that the Authority is hoping to use this ‘remedial’ 
function as itself a weapon to break down parental distrust, if 
it becomes generally known that children do in fact return to 
the ordinary school. But that takes a long time, and in any case 
is likely to prove a boomerang if it disturbs the parents of 
‘permanent’ children, One Authority, starting an E.S.N. school 
for the first time, and anxious for it to be successful, was 


rash enough to assure parents that all the children from it 
Would improve sufficiently to return to the ordinary school: 
or itself can easily be 


the difficulties which it thus made f 


imagined. 
6. Under no conceivable circumstances is it likely that an 
hools for all its remedial work, 


Authori its E.S.N. sc 
3 nd wona = s would still need to be made else- 


and itiona emant. e : z 
eee PM though technically educationally 
ibd and in practice the children 


sub ' are unlikely to be sent, 
t vee fairly dull, though above the level 


ü able in thatlimited sense only. 
o icap, and improv. 2 
he ental E Es P as a convenient shorthand 
ave used the 


E 


d ‘remedia! 
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expression in this chapter, but in a narrower sense than its 
usual meaning. The disadv&ntage, it seems to me, of using the 
E.S.N. school for some of its improvable children is that it 
deplicates work which will have to be done outside in any case, 
and suggests, misleadingly, that the whole field of special edu- 
cational treatment is being covered when only a portion of it 
is really. Remedial work with bright children remains outside 
its ken, and so does the greater part of catering for the very 
dull—a brief consideration of the numbers involved proves 
that, as was pointed out if the section on ascertainment. 

7. Finally, any use of special school places for improvable 
children can only cut down tht numbers of the permanently 
Handicapped whom it can accommodate. ` 

We may cónclude, then, that it would be an unwise policy 
for an Authority to set out to develop the remedial function of 
its E.S.N. school, since such development could only be at the 
expense of its ‘permanent’ clients, and also since the ESN. 
school suffers from a number of drawbacks which make it not 
the best place in which such remedial help can be given. I would 
Suggest that the strongest claim on places in E.S.N. schools 
remains with those children whose innate handicap is the 
greatest, so that they are likely to need to stay in the special 
school all their school life. De-ascertainment, therefore, should 
not become a major aim of the policy of schools or Authorities, 


though it should be readily available for a minority of children. 


B. De-ascertainment at School Leaving Age 


Under the Mental Deficiency Acts, feeble-minded persons 
are defined? as ‘persons in whose cage there exists mental de- 
féctiveness which, though not amounting to imbecility, is yet 
so pronounced that they require care, supervision, ahd control 
for their own protection, or for the protection of others’. 

The criterion adopted is thus one of social, rather than 

* Section I(C), 1927 Act. 
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intellectual or educational, inadequacy. Nothing is said about 
the ability to read or to calculate, nor is there mention of an 
intelligence quotient, but the standard that is adopted is the 
practical one of the individual's capacity të lead a normal iife 
without special help. If his mental limitations are such that he 
cannot do that, then he is feeble-minded within the meaning 
of the Act. 

This criterion differs considerably from those whicl? are 
adopted when considering whether a child should be classed 
às educationally subnormal. Even in the old days, when *mental 
defect’ had to be established before a boy or, girl could be ad 
mitted to an M.D. school, there were differences of emphasis 
between the definitions of ‘defect’ under the Education Acts 
and under the Mental Deficiency Acts. These differences can 
be summed up by saying that the emphasis of the former was 
on intellectual failure, and on the need for special education, 
and of the latter on failure in social adjustment. Their terri- 
tories, while roughly the same, had different boundaries, and it 
might happen that only one applied. For instance, a steady 
stolid hardworking boy who had rightly been sent to the M.D. 
school on account of his limited ability might nevertheless be 
able to earn his living in adult life, marry and bring up a family, 
and keep out of trouble, so that he could not be considered 
‘mentally defective’ in the social sense of the Mental Deficiency 
Acts. Another boy of unstable temperament, who though Ye 
dull had a higher LQ. than the first and thus never neede to 
attend a special M.D. school, might be a aaa € 
everyone on account of his irresponsibility, and so socially in- 

ing € before the courts and so become 
paperen that (ay eu d to be certified in adult life 
Subject to be dealt with) he needed to 


a i ctive. 
j [en qx the passing of the 1944 Act, there was 
p Phe £ special school boys and girls at school 


n sessment 0 E 
l ae fora nk order to determine whether or not they came 
ving age 
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within the scope of the M.D. Acts. It is important to note that 
no contradiction was involved, whatever the decision reached, 
as the same person could be certifiable as a child for educa- 
tional purposes, and Yet not a defective within the meaning of 
the Mental Deficiency Acts, De-certification on leaving the 
special school at the age of sixteen could be, and was, practised 
prior to 1944: thus the passage of the 1944 Education Act made 
a greater difference in respect of de-ascertainment during 
school life than it did in respect of dc-ascertainment at 
sixteen. 2 » 

The present position is as follows. In theory, the Mental 
Deficiency Acts cover the whole life-span of the defective from 
Birth. to death, but their operation is waived in the case of 
educable children until the end of their school life, during 
which time the children come within the scope of the Educa- 
tion Act. Special educational treatment under the Education 
Act can be given from the age of 2 onwards and can continue 
until the age of sixteen, or even beyond: it need not, neces- 
sarily, be given in a Special school, but can be given by ap- 
proved arrangements in an ordinary school. While this treat- 
ment is in operation, the Mental Deficiency Acts are, so to 
speak, suspended, and a decision as to whether the child comes 
within the scope of the Mental Deficiency Acts is held in abey- 
ance until he comes to leave school. Another way of putting 
this would be to say that he is given every chance to show that 
he is not defective by his response to the special opportunities 
that he has had. ! 

A. final statutory examination held before he leaves school 
determines whether he is to be 'repozted' to the Mental Defi- 
clency Committee as a defective, or whether he is to be de- 
ascertained and go out into the world as an independent citizen 
like any other. At that examination a large number of factors 
are taken into acccunt: the young person's health, physique, 
and temperament, his emotional stability and self-control, his 
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E pe work steadily, his adjustment to other 
pili T of his own age and those in authority, his 
Nu p s eee of setbacks and so on. His school 
a T 7 hether he has made progress over the years, 
Bios e : choo work, but also in learning to govern his im- 
L o get on with others: he may or may not have been 
SR MN with the police: and there may be reports from 
; Care Committees, etc., which have a bearing oi? the 
matter. Above all, there,are the, circumstances of his home to 
be considered—whether he is amenable to the influence of his 
Parents, whether that influence is likely to he used wisely, the 
presence of particularly favourable or unfavourable factors, etc. 
If it is felt that the outlook for his future is good, if he i$a 
Steady though limited youth from a good home, of whom the 
School speaks well, he may be de-ascertained. It should be noted, 
however, that de-ascertainment is a grave step to take in that 
it Is removing the boy from all outside supervision, and if there 
1s any doubt in the matter it is probably safer to report him. 
Supervision under the Mental Deficiency Acts need not be 

Tigorous, but their support is then available in case of need. 
Uptoa point it can be said that de-ascertainment at school 
leaving age provides a suitable goal towards which the E.S.N. 
school can orient itself, in a way which de-ascertainment earlier 
does not. The emphasis in the final statutory examination, as 
We have seen, is on all-round development; school attainments 
are taken into account, but the main weight is placed on steadi- 
hess and reliability, on good habits and conduct, on social 
adjustment, Teachers in E.S.N. schools can take pride in the 
achievement by their pupils of confidence and maturity and in 
their willingness to accept their own limitations. At the same 
time, there are many factors involved which are entirely out of 
d which may be decisive in deter- 


the control of the school and w 2 us 
mining a child's future, and it would bé unrealistic of the 


teachers to set their expectations for the children too high, to 
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the extent that they are disappointed if, in spite of all their 
efforts, the children have to'be reported, If certain children are 
able to be de-ascertained, that is very good, but if others have 
to be reported, it déesnot mean that the school has failed them. 
It cannot be too strongly emphasised that reporting is not 
Punitive in intention, but is meant for the protection of the 
defective and of society. It would be quite wrong for that pro- 
tectéon to be withheld, when the whole circumstances are un- 
favourable. I have met teachers who felt that they should press 
for de-ascertainment and considered it as a reflection on their 
competence if de-ascertainment was not granted, but that 1s 
surely misguided. If the limitations of the young persons are 
stich that they cannot stand alone and make an independent 
Social adjustment, it is unrealistic to refuse to accept this 
fact and the consequences in the way of supervision which 
it entails. wee 
Perhaps, rather than say that de-ascertainment is a legiti- 
Mate goal, it would be clearer to say that the school aims to 
foster the all-round development of its pupils. In specially 
favourable circumstances, the development may be enough to 
result in de-ascertainment 


Finally, I add some comments on the practice whereby 
some children are de-ascertained and allowed to leave the 
E.S.N. school at the age of fifteen instead of at the special school 
leaving age of sixteen, a practice which is not quite the same 
as either of the main types of de-ascertainment that have been 
discussed. 

Suppose a senior boy or girl is making particularly good 
progress at the E.S.N. School, to the tent that there is talk of 
réturning him to the ordinary school (Type A). If he is twelve 
or thirteen, that may well be done, and should be done with- 
out delay, but if he is fourteen or over the difficulty arises that 
it is hardly worth ‘while in view of the short time before he 
would leave the modern school on attaining the age of fifteen. 
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Instead, he is retained in the E.S.N. school, the statutory ex- 
amination at school leaving is put forward a year, he is de- 
ascertained (Type B) as soon as he is fifteen, and he is then free 
to leave and go to work at once, as he is over the usual school 
leaving age. z 

Itisa practice which is very popular with the young persons 
concerned and with their parents, for obvious reasons, but it 
does raise some rather awkward doubts as to its long-term 
effects if the practice were to become at all general. 

SE The possibility of being allowed to leave school early is 
Said to provide a most salutary incentive to effort. No doubt it 
does, among those who are likely to be released, but its effect 
9n the remainder is more doubtful. Low-grade children, and 
those whose homes are particularly bad, are almost bound to 
be reported at sixteen however hard they may try. I can think 
of no better way of instilling discontent and discouragement 
Into the majority, for conscious effort is only one of the factors 
involved and the others are out of the boy’s control altogether. 
In the short run it may seem stimulating, but it is likely to 
boomerang. 

2. Parents are encouraged to ‘try on’ demands and hard 
luck stories, and may be a considerable nuisance both to the 
School and to the Authority. More serious, if an exception can- 
Dot be made for their boy, they may blame and even punish 
him in their annoyance. If the school, which should know 
better, allows it to be thought that sufficient effort will lead to 
the release of the boy, parents cannot be expected to distin- 


guish between lack of effort and lack of ability. — : 
3. To some extent this problem is a result of sending children 


to the E.S.N. school at too late an age. If children entered the 
E.S.N. school earlier, they might be improved in time to return 
to the ordinary school (De-ascertainment Type A) and the whole 
difficulty could be avoided. Furthermore, it is bound to raise 
the question, if these children are so easily and so completely 
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improved, whether they should ever have been admitted to the 
School in the first place? 4 

4. It has for many years been a cardinal principle of policy 
that children whose difficulties are such that they need to go 
to an E.S.N. school require a longer period of training than m 
average child. When the school-leaving age was fourteen a 
age of leaving from the E.S.N. school was 16—a difference © 
two ‘years—as compared with the present gap of only ong T 
This longer period of training should be thought of positively 
as an opportunity for giving effective help. Too many parents 
still conceive of it negatively, as a sort of punishment. For 
schools, by short-sighted acts, to connive at reinforcing this 
inipression, is indeed to cut the ground from under their own 
feet, when they come to explain to parents the meaning of the 
training they are trying to give and the reason why the E 
age of the special school is higher than the normal. It may E 
that a few children have rightly been released at the age © 
fifteen—are they children who ever should have entered, ks 
wonders?—but the disservice to the ideals and aims of specia 
school education is tremendous. ^ j 

5. It was suggested earlier that, where doubt existed, it MED 
safer to report than to de-ascertain, i.e, even at the age of six- 
teen, the decision to de-ascertain a child who after all, is con- 
siderably handicapped, is a grave one and should only be made 
when the examining doctor is satisfied that it can be made with- 
out risk. A year earlier, in the middle of adolescence, there 1$ 
bound to be less evidence available and correspondingly greater 
risk in sending a boy or girl into the adult world. 

I would suggest that, so far from being evidence of unusual 
süccess, it is evidence of failure if children are sent from special 
schools before reaching the age of sixteen—failure on the part 
of those responsible for selection, for if the children can truly 


, be sent into the world at fifteen, their case cannot have been 


very serious and their place could have been taken by others 
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whom more careful search would have discovered; and also 
failure on the part of the schools to realise the measure of - 
their opportunities and responsibilities to deeply handicapped 
children, and to see the unwelcome repercussions of superfici- 
ally attractive expedients on the long term attitudes of parents 
and others to the training which the special school provides. 
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CHAPTER VI 
Notification 


T was said in the previous chapter that the Mental Defici- 

ency Acts are not invoked for educable children, until they 

come to leave school. Ineducable children, however, can be 
reported to the Mental Deficiency Committee at any age, even 
wien they are a few weeks or months old. The very early noti- 
fications are likely to be of extremely low-grade children whose 
defect is obvious, and others are discovered by clinics, health 
visitors, etc., during the pre-school years. At the age of five 
compulsory school attendance brings a further number of 
children to the notice of the school medical officers. Some of 
these are clearly of imbecile level and unfit for any school, and 
these too are reported to the Mental Deficiency Authority. 
Others are borderline cases who might respond to special edu- 
cation, and then again might not. When any doubt exists, the 
child must be given the benefit of it and such children are re- 
tained within the school system and their progress noted, until 
it is possible to come to a clear-cut decision about them: Even 
if they prove to be educable, it is almost certain (unless the first 
impression was badly mistaken) that they will need to go to a 
special school. As time passes, it becomes clear which children 
are responding in school, and which are not. Although no limit 
is‘ laid down and children can be, and are, reported to the 
Mental Deficiency Committee as ineducable at any point in 
their school life, there is much to be said in favour of an early 
decision, say not later than seven or eight. Once it is quite clear 
that a child cannot remain in any school with profit, it is far 
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better for everybody’s sake, for the notification to be made than 
for it to be postponed. It is harder for parents to accept the ` 
decision the longer it is delayed, and it is not fair to the child 
to keep him in a situation that is quite beyond him and by the 
same token to keep him away from the training which he re- 
quires, Those in charge of Occupation Centres are anxious to 
receive children as soon as possible in order that they can start 
carly on a training which is at their level, and from which.shey 
can profit, At the same time, the teachers in E.S.N. schools are 
x able to give fuller attention 
ally sub; 


freed from their presence and are 
to the children who can profit, the genuinely education 


normal children. , 
An obviously ineducable child who is allowed to remainn 
hiinself, but he is 


the special school, is not only failing to profit 
occupying a place which another child needs. Furthermore, his 
presence and that of others like him may attract undesirable 


comment and give the special school a bad name. Difficulties 


follow in ever-widening circles: the parents of genuinely edu- 
cationally subnormal children are reluctant to send them to the 
special school, although it is in their best interests: teachers 
in the ordinary school are tempted to agree with them, and 


children are retained in the ordinary school who should be in 
the special school, to the detriment alike of themselves, their 


teachers and the rest of the class. E.S.N. school teachers, who 
criticise the teachers in the ordinary school for hanging on to 
the children much too long, may reflect that that is exactly what 
they are doing themselves if they neglect their duty to bring 1n- 
educable children to the notice of the doctor. The only way 
to cut through the vicious circle is for all children who are 
known to be ineducable to be excluded, for however amen- 
able they may be, that is not the point. After all, a special 
school is-a school, that is a place where children can learn: it 
is no place for ineducables. The policy of che Ministry in this 
respect is quite clear, and was unambiguously expressed in their 
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Pamphlet No. 5 on special Educational Treatment— There is 
no doubt that in the past too low a standard has been adopted 
in many places, and children have been retained in school long 
after it was obvious that they were receiving no benefit to them- 
selves, and were hampering the progress of others... . In future, 
this practice should cease. 

It is my impression that this is one respect in which there 
has been real progress within the last few years and that E.S.N. 
Schools are indeed improving their standard. Recently, I had 
Occasion to visit a special school which I had known well ten 
Years previously and was very struck by the difference. Formerly 
it contained many low-grade children, and its reputation was 
low, so that it was difficult to induce parents and teachers to 
agree to the traisfer of a child there: there was no Occupation 
Centre in the district, a thickly populated one, and therefore 


` it was difficult to have children excluded, however low grade 


they might be, for the argument always was that there was no 
alternative placement. Now there is an Occupation Centre, the 
ineducable children have been transferred, and the E.S.N. 
school is vastly improved—it really is in a position to give 
‘special education’ as it should. There are, of course, other 
reasons for the difference, but the main one is that it is now 
catering for the right sort of child. 

Yet even so, the improvement is far from universal and there 
are still schools which are unduly ready to tolerate the presence 
of low-grade children for long periods, and Medical Officers 
who are unduly slow to decide that they should be reported 
to the Mental Deficiency Committee, although all reasonable 
doubt is at an end. š 

` One frequent stumbling block, as in the example just given, 
is that there is nowhere else for the child to go if he is excluded. 
The provision of Occupation Centres is not a statutory obliga- 
tion upon Local Authorities: while some are willing to exercise 

*P. 20. 
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their permissive powers in this respect lo have taken over 
Centres started originally by voluntary initiative), others are 
unwilling to undertake any obligation that is not mandatory. 
In such circumstances, a kind-hearted School Medical Officer 
or Head Teacher of the E.S.N. school is often tempted to turn 
a blind eye to the presence of occasional lower-grade children 
in the E.S.N. school, out of pity for the children and particu- 
larly their mothers who would be hard put to it if the children 
remained at home. The extent of the hidden need is thus 
masked, and the Local Authority continues in its complacency. 
In the long run, it is better for these children and for their, 
mothers, and for all their successors in the future, if the issue 
is forced by excluding them, and if the School Medical OffiCer 
uses his contacts with the Medical Officer of Health to bring 
before the Health Committee and the Mental Deficiency Com- 
mittee the need for an Occupation Centre: he will then be 
practical as well as kind-hearted. 

The decision to remove a child from school is a grave one 
to take, but orice it is evident that it is the right one, delay can 
do no good. The so-called ‘trial period’ in an ESN. school is 
Open to some criticism on this score, at least as it is working 
Out in practice. Children of pre-school age are, and always have 
been, reported without delay if their condition warrants it, and 
the same holds good for five- and six-year-olds if they are clearly 
ineducable, for instance, mongols. It is not necessary that they 
should all first pass through an E.S.N. school, butin some cases 
this interpretation is being put upon the Ministry’s recom- 
mendation of a trial period (which is, of course, essential where 
Senuine doubt exists). Where it does not, the delay can on 
Confuse and mislead the parents. It must be remembered that 
the distiriction between ‘educationally subnormal and 'men- 
tally defective’ is not easily conveyed to most ordinary people, 
and that there is no merit in simply substituting two terrible 
blows for one. They are not felt less on that account, but rather 
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more, and it is better to face the issue squarely in the first place 
than to seek to postpone it, by what is sometimes felt by the 
parent (however unjustly) to be verbal quibbles, and resented 
as such. d f 

A number of people consider that the present position in 
England and Wales, whereby ineducable children pass from 
the purview of the Education Authorities to that of the Mental 
Deficiency Committee, cannot be defended, and would prefer 
a situation where the Education Authorities retain the respon- 
sibility for such children, as in Scotland. An Occupation Centre, 
they argue, is in its own way, an educational establishment: it 
is wrong to make a sharp distinction between education (given 
in’schools) and training (given in Occupation Centres): and it 
is illogical to draw a hard and fast line at a particular point 
since the variation in intelligence is admitted to be continuous 
and therefore the children just below the line differ very little 
from those above it, yet they are treated very differently. The 
defenders of the status quo reply that, if children are inedu- 
cable, then by definition the Education Authorities are the 
wrong ones to be dealing with them. The counter reply is likely 
to be that the Ministry of Education should rightly think of 
itself as the Ministry for Children—all children, including the 
deeply handicapped. From this point, the argument branches 
out over wide areas—Parliament did not take that view when 
entrusting the central responsibility for the new Children’s 
Committees to the Home Office and not to either the Educa- 
tion or Health Ministries, and so on—and it is unnecessary tO 
follow it further once it has become lost in the mazes of high 
policy. f 

I would like to make two comments on the logic of the 
matter, 

1. The claim that switching over from one department to 
another is foolish stems a strong one, until we remember that 
it must take place somewhere. There is no question that, at the 
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lowest end, looking after idiots who are enürely confined to bed 
1s a matter for hospitals and nursing care, i.e. is a remedial ques- 
tion. Similarly, there is no question that at the upper end, the 
provision of grammar school places is ati educational matter, 
and not the concern of doctors. Somewhere in between is a no- 
man’s-land which is claimed in turn by the medical and by the 
educational auxiliaries—for instance, some say that selection 
of children for E.S.N. schools should be in the hands of psysho- 
logists, as it is an educational matter, others that jt comes un- 
doubtedly within the province of the ‘doctor, and so on. If a belt 
is twisted and fastened, then whether the turnover comes at one, 
end or another or in the middlé is arguable, but turnover there 
must be somewhere. The issue then resolves itself into finditig 
1 


the best place for the change. 

en It is fallacious to argue that where there is continuous 
variation it is impossible to make any sort of differentiation at 
all. Where does ‘little’ cease to be little and become ‘big’? 
Obviously the choice of any change-point can be pilloried, yet 
there is sense in calling some objects, like the Eiffel Tower, big, 
and others, like ants, little. As Stebbing said," ‘Failure to recog- 
nise that it is not logically possible to draw a sharp line between 


those who possess and those who do not possess a property 
of a continuous series of 


capable of being present in any one 
intermediate degrees leads us into making either of two serious 
logical blunders. On the one hand, we may deny that there is 
any difference between the extremes because they are thus con- 
nected. On the other hand, we may illegitimately demand that 
à sharp line should be drawn.’ For administrative. purposes, it 
may be necessary to define limits or boundaries. Wherever the 
boundary is made it will be a target for criticism, but that does 
Dot mean that it should be made nowhere. 

These comments do not deal with the merits of the case, but 
only with the logical issues involved. I have found that argu- 


1 Thinking to Some Purpose, 
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ments of the form “fou can't draw a line here or here or here, 
so you can't do it anywhere' are often spuriously convincing in 
appearance. The real question is where the balance of adyan- 
tage lies, in helping these children. Js this the point at which 
the educationists should finally hand over to the health authori- 
ties, as they must, sooner or later? Is it merely a quibble to say 
that, if a child is ineducable, that is the point at which the 
Education Authority steps out? Whatever the answer to this, 
there is certainly a very good case for the extension of social 
services catering for the deeply handicapped child, and giving 
"advice and assistance to his parents in bearing their heavy 
burden. A wider provision of Occupation Centres in districts 
where they are practicable; and elsewhere, increased use of per: iP 
patetic advisers who can instruct the children in simple activi- 
ties and crafts which are within their capacity, and also make ' 
suggestions about the management and training of the child- 
ren, are strongly to be advocated, Voluntary bodies, such as 
the National Association for Mental Health and the National 
Society for Mentally Handicapped Children, have done much 
to press the claims of handicapped children upon the appro- 
priate authorities and also to educate public opinion towards 
a more informed attitude on the whole question. 

Up to this point, I have been dealing only with children who 
have been reported to the Mental Deficiency Committee be- 
cause they are ineducable. It is, however, possible also for 
children to be excluded? from school and reported if their con- 
tinued presence there would be inexpedient. This raises quite 
a different set of issues which can best be approached by a short 
digression. 

Anyone who has had much experience of administration 
can think of occasions when the spirit of the law was best served 
by a little latitude in the interpretation of the letter. An un- 


* Education Act, 1944, Section 57, subsection 3. 
* Education Act, 1944, Section 57, subsection 4. 
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duly Ade adherence to formulae can in yxceptional cases re- 

sult in hardship and injustice. It is'true that ‘hard cases make 

bad laws’ and that, however liberally administration proceeds, 

there must still be some limits which have to be observed; to 

give an entirely free hand for individuals to interpret the regu- 

lations as they pleased would be to ask for trouble. Yet at the 

same time not even the most omniscient human being could 

lay down in advance precisely every situation that may arise 

in the application ofa particular regulation, andit may inprac- 

tice be most helpful to have a sort of ‘escape clause’ which can 

be invoked in case of need. The essence of its usefulness lies in 
its deliberate vagueness—and for that very reason it has to be 

carcfully scrutinised and used most sparingly, i£ it is to escape ` 
abuse. , 

The provisions in sub-section 4 yield such an escape 
clause. In certain circumstances, it may be essential for 
authorities to possess the power to exclude a child when the 
actual evidence would be insufficient to allow them to say he 
was ineducable, or even when the evidence suggests that he is 
educable. Such emergencies are easier to recognise when they 
occur than to describe in convincing terms. For instance, Ken- 
neth, a five-year-old boy from an excellent home, was excluded 
from school as being too dangerous to retain, but the evidence? 
Really rather thin, unless you knew him. To say his behaviour 
Was incalculable gocs nowhere: his intelligence quotient was 
unknown: it seemed impossible to establish contact with him. 
In short, he was uncanny, and actually no one who met him 
could fail to realise this. What was he? mentally defective? or 
pre-psychotic? Whatever. the answer; it was clearly to the in- 
terests of other children that he should be away from them. 

But exclusion is one thing: notification is quite another. 
It is the difference between a short-term expedient and a long- 
term solution. To notify a child to the Mental Deficiency Com- 
Mittee suggests that the answer to the problem he poses 18 
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known (as, of courst z is the case in the ordinary situation when 
a doctor reports a mongo., say, as ineducable) but this was 
far from being so in the example under discussion, He was 
learning nothing ir his infant ‘school and was aggressive 
with other children: but this after all is by no means un- 
heard of in children who later settle down. The list of 
actual attacks on his classmates was not in itself serious and 
could easily have been paralleled in the record of other 
children whom no one would have considered excluding. His 
home background was comfortable his parents were above 
average intelligence and his two elder sisters were doing 
"well in the graiumar school: the boy himself was handsome 
and upstanding. It is true that all these can be consistent 
with a diagncsis of mental deficiency, but they do nothing 
to suggest it. In such circumstances, where the answer was 
so evidently ‘not proven’, it was the plain duty of the Authority 
to make further investigations, and it would have been a dere- 
liction of its responsibility had it too hastily proceeded to report 
him and thus closed the matter. Psychiatric diagnoses. varied 
between ‘probably imbecile’, a ‘rare case of very early schizo- 
phrenia’, ‘behaviour problem following (undiagnosed?) ence- 
phalitis in infancy’; and various expedients were tried to help 
him including play therapy at the local Child Guidance Clinic, 
and a period of in-patient treatment at the Maudsley Hospital. 
As he grew older it was feared that whatever his original en- 
dowment—the evidence of performance tests on the rare (and 
brief) occasions when he would co-operate suggested that his 
LQ. might be anything from 70 upwards—he would become 
defective by deprivation if he was left without education. It 
must be remembered that his home circumstances were good 
and toys and materials were amply available at home, and for 
the infant school years they sufficed, but this would not always 
be the case. He was tried for an hour or two each day at a private 
school, until after some months it would no longer keep him, 


74 


o 
3 _. NOTIFICATION 
e 


and then at an E.S.N. school for afternoon’ only. Eventually it 
was decided that there was no alternative to reporting him as 
mentally defective, since whatever the problem, it was not 
yielding to any known treatment; but at least the Authority, 
with the co-operation of the parents, had done everything that 
could be done. 
i Now obviously this is an exceptional case, but my point is 
just that notification under the ‘escape clause’ should be cón- 
fined to exceptional cases, and should not be used without full 
examination of all the possible alternatives. It is tempting for 
the Head Teacher of an E.S.N. or an Infant school, faced withe 
à violent and dangerous child, to call for his exclusion. By all 
means, let him be excluded: but that exclusion should set 1n 
motion a really careful investigation as to why he behaves as 
he does, In many cases, perhaps the majority, reasons can gen- 
erally be discovered, and the appropriate treatment (physical, 
or psychological, or merely removal from home, or—dare one 
say it?—from that particular school) put into effect with good 
results. (From this point of view the particular example I have 
given may not be a good one, if it suggests that no improvement 
can result and that the mystery must always remain a mystery.) 
Cases have been known, unfortunately, where nothing like 
this careful scrutiny has been given. The story of Raymond 
Would not seem to be possible except that it has in fact hap- 
pened. Raymond was rough and boisterous, disturbed other 
children in his infant school by unintelligible, loud shouting, 
and took no notice whatever of commands or reproofs. He was 
excluded, notified, and sent to the Occupation Centre—all this 
before he was six. After e had been there for a year, represen; 


tations were made by the superintendent to the authorities 


that the boy seemed to have more ability than the other child- 
as sent on trial to 


Ten, and eventually at the age of seven he w ito : 
an E.S.N. school: again his ability stood out as being superior 
to that of the others. Now Raymond is in fact deaf: not so deaf 
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that (with his at lest average ability) he was unable to talk 
when he entered sci'ool at five (had he been completely silent 
no doubt that obvious possibility would have been investigated), 
but deaf enough to make him ignore commands. 

One particularly serious aspect of all this is that, once the boy 
has been reported, he has acquired a label and his case is con- 
sidered closed—until special circumstances re-opened it. The 
Head Teacher, receiving a boy with such a history, was under- 
standably apprehensive, and this apprehension was shared by 
the officials, who appeared incredulous when, on ringing up to 

enquire how Raymond was faring, they received the answer 
that he could continue in school—for was he not known by ° 
his papers to be violent and had he not been reported as 
harmful? `° 

It is evident from this example that the provisions of Sub- 
section 4 of Section 57 of the Education Act should only be used 
with great care. The Ministry's Pamphlet 5 says: ‘If it is impos- 
sible to correct his behaviour or habits by the usual methods 
of school discipline or by medical or psychological treatment, 
it is clearly advisable to prevent his continued attendance’ *— 
obviously implying that appropriate enquiries and treatment 
have first been given. It is worth remembering that *uncon- 
trolled' (in a given situation) does not mean the same as ‘un- 
controllable’ (in any situation): and Head Teachers who ask 
too freely for children to be excluded may simply be saying that 
they are themselves unable to manage recalcitrant children- 
From the child’s point of view, he is probably better off in 
school than he is wandering loose, and the best chance of re- 
claiming him is to keep him in schoul, if it is at all possible. 
Nevertheless, the Head Teacher of an infants’ or an E.S.N. 
school is rightly able to call upon the Authority to exclude 
children where circumstances warrant it, and should be able 
to rely on their unliesitating support. The moral of this example 

* Op. cit. p. 20. 
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is not that the Authority should. be slowsto comply with the 
Head Teacher’s request (for after “all, she is where the shoe 
pinches, and her opinion must be allowed to count), but that, 
having excluded, they should pause and consider before re- 
porting a child under Sub-section 4. — / 

The provisions of Section 57(4) of the Education Act are com- 
parable in some respects to those passages of the Mental Defi- 
ciency Acts which deal with so-called ‘moral defectives’, though 
the wording is very much less objectionable. Under the Mental 
Deficiency Acts! ‘moral defectives’ are defined as ‘persons in 
Whose case there exists mental defectiveness coupled with, 
strongly vicious or criminal propensities and who require care, 
supervision and control for the protection of others’. LA 

The interpretation of this is not easy. Does jt mean 'some- 
what subnormal mentally’ and vicious? or does it mean that 
full-blown mental defect must also be proved? If the latter, 
the individual is already certifiable under the Mental Defi- 
ciency Acts, and it seems unnecessary to add a further category 
of moral defect. In actual practice, the clause is not much used. 
Its psychological basis is doubtful: training and environment 
Play so large a part in the development of character, that most 
psychologists would hesitate to say that, when a character has 
developed awry, it is on account of some innate and unalter- 
able defect. They would argue that it is an illegitimate exten- 
sion from 'it has turned out thus’, to ‘it was inevitable that it 
should’, and that the implicit analogy between ‘mental capa- 
city’ which is lacking in the mental defective and a hypothe- 
tical ‘moral capacity’ which is lacking in the moral defective, 
is unsound. In The Subzormal Mind? Sir Cyril Burt criticises 
the concept of moral deficiency in detail, and concludes: ‘To? 
day no psychologist would support so primitive and figurative 
a doctrine? Administratively, it suffers from the ambiguity 
that has already been pointed out, and most doctors would 
2 rd edition, pp. 67-74- 
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agree with the vieva, expressed by the senior medical officer of — 
a large Authority who has stated that in all his experience he 
has known only one*ase in which the clause was invoked. The 
ordinary definition ef a feeble-minded person (one who E 
quires care, supervision, and control , . . for his own protection 
or for that of others) is sufficiently comprchensive to be usable 
in most cases of dangerous activities; in the present instance 
under discussion, those children who have to be reported as 
harmful can be regarded as feeble-minded within the meaning 
of the Act, and there is no need to invoke the more questionable 
alternative. A 

“ Notification on grounds of inexpediency, as for ineducability, 
cen be made at any time during the child's school life, and there 
is more justification for a late decision than with ineducability. 
Deteriorating conditions, often with an organic basis (e.g. ep1- 
lepsy): gross adolescent instability; psychotic or neurotic states 
supervening on the original mental handicap—these are some 
of the reasons which may involve invoking Sub-section 4 in the 
middle and later years of childhood. Nearly all such children 
are already in the E.S.N. schools, and there is likely to be much 
less doubt about their condition than in the case of the young 
children previously discussed. 

Finally, at the school leaving age a decision to notify or 
Not to notify is made. All leavers from E.S.N. schools must be 
examined: and in addition, registered mentally handicapped 
pupils who have been receiving special educational treatment 
in ordinary schools may be brought forward for examination. 
The permissive powers in respect of the latter group of children 
are at present not very widely known, though potentially they 
are of great importance, and they represent a signal departure 
from the position prior to 1944. Teachers of such hahdicapped 
children can play a big part in ensuring that they are not over- 
looked, provided they are enlightened enough to realise that 
in so doing they are ensuring necessary support and protection 
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for a child who cannot stand alone, and lave got beyond the 
silly attitude that notification is a stigma! to be avoided. 
Notification means in effect that thejyoung person can be 
dealt with under the Mental Deficiency/Acts in the way which 
is most appropriate to his needs. The great majority of defec- 
tive persons are under statutory supervision: this simply means 
that they remain in their ordinary surroundings at home, go 
ko DYor, k (as many of them are able to), and receive periodical 
visits from the Local Authority’s officers. The ordinary services 
that the district provides are, of course, open to them as to any 
other school leaver, but the difficulty is that, whereas the avery 
age young person can be left to make his own use of these 
Services, a mentally handicapped one needs help and encouré ge- 
ment, This applies particularly to dwellers in large cities where 
the complexity of organisation is utterly baffling to many ordi- 
nary people, and certainly to all handicapped ones: they need 
to be given detailed help where to go, how to set about finding 
the appropriate service, and so on. Without this help they can 
So casily slip out of the ken of, for example, the Youth Employ- 
ment Service, and yet they are in particular need of guidance 
When moving from one job to another. Tactful advice can also 


be given to them and their parents, for instance, on the wise 


outlay of money, use of leisure, choice of companions and so 
relationship 


on. The task of the officer is to establish a friendly atior 
With the young person and his family, and without being inter- 
fering, to give such guidance as c: ous diffi- 
culties from arising. b 
Other young people are unlikely to respond to supervision, 
either because of their'own instability or because their home 
conditions are particularly bad. In their own interests and for 
the protection of the community they need a different place- 1 
ment. They may be placed under paid guardianship, while FT 
remaining in the open community; Or they may need a shel- 
tered community, such as that of an institution or colony. In 
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the latter event, théir case must by statute be periodically re- 
viewed, and if their ¢rcumstances improve (for instance, if they 
themselves become nore stable or if their family is better able 
to have them at homi? they may be released on licence, and if 
that trial period proves*satisfactory, they may become guardian- 
ship or supervision cases, The point is that no placement 1$ 
considered final, and that as circumstances change, the best 
intorests of the handicapped person may require a change 1n 
the amount and type of supervision. he receives. After some 
years of steady employment and adjustment in marriage, it 

«Seems reasonable to conclude that A is managing quite well 
with the help of his wife, and needs to be seen only infre- 
quently: supervision may be adequate for B while her parents 
are alive, but on their death, she may need to be cared 
for in an institution: C is very unstable in adolescence and 
he and his parents need a lot of help, but as his situation 
becomes more adjusted, so the frequency of the officers 
visits diminishes, 

All of us have bad patches, but whereas most of us can be 
left to get over them ourselves, or to find our own way to the 
appropriate service (Home Help Office, Friendly Society, Sani- 
tary Inspector, etc), the handicapped person is likely to be- 
come bogged down by his difficulties or take an unacceptable 
way out, such as theft or violence. It has been suggested that 
many delinquent acts among subnormal young people could be. 
avoided, and the Joint Circular from the Home Office and the 
Ministry of Education on Juvenile Delinquency (July 1953) 
encourages Local Authorities to make full use of the provisions 
for notifying such leavers. i 
^. We may conclude that it is important that Medical Officers, 
teachers in E.S.N. schools, and others whose opinions may carry 
weight when the decision to notify or not to notify is made, 
should be well-infórmed about the issues involved. If they all 
kept clearly before their minds that the provisions of the Men- 
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tal Deficiency Acts are intended to ensure that help is always 
available to the handicapped person, aid that it is a flexible 
help, they would be less likely to oppo;e notification on well- 
meaning but sentimental grounds, when it is in the interest 
of the child. i 

The practice of different Local Authorities varies greatly. In 
a report prepared by Miss A. L. Hargrove for the National 
Association for Mental Health on "The Social Adaptation of? 
Educationally Subnormal School Leavers’, the following figures 
are given.? 

Of 71 Authorities who replied to a questionnaire, 5 said that 
all their E.S.N, leavers were notified, 26 gave the proportion 
notified as over so per cent, and 40 gave the proportion no@fied 
as less than 50 per cent. i 

It is difficult to believe that such widely differing propor- 
tions reflect only the needs of the children: more likely they 
reflect differences in policy in different areas. Some Authorities 
prefer to rely on voluntary schemes of after-care, often in con- 
junction with Old Scholars’ Clubs of E.S.N. schools. The report 
goes on to give valuable details of the varying practices worked. 
out by different Authorities, in both rural and urban areas, and 
Bives a summary of opinions both in favour of, and against, 
the institution of voluntary schemes. Some respondents think 
that no action is required and that it would be wrong to single 
out these children (but if they are already singled out by their. 
own handicap, what then?); some prefer yoluntary schemes to 
official notifications: others will notify only those whom they 
must, and consider that is sufficient. In general, itis fair to say 
that the most progressive Authorities encourage the develop- 
ment of well-integrated voluntary schemes, but at the same 
time use their statutory powers when appropriate. It must be 
remembered that voluntary activities, however excellent, tend 

1I am grateful to Miss Hargrove for permission to use material from 
her report. The figures quoted are on p- 19: 
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not to touch the mod recalcitrant and these may be just the 
ones who can least saf dy be left to their own devices. With this 
proviso, that voluntar schemes cannot be expected to cover 
the problem alone, théts is much o be said in favour of after- 
care of an informal kiné, as when for instance, E.S.N. schools 
keep in touch with their old pupils. Teachers who give up time 
in the evenings in this way are performing a valuable social 
service. At the same time, they should remember that what 
they are doing is of its nature limited, and should be ready to 
welcome, rather than greet with suspicion and distrust, the 
efforts of the social worker under the Mental Deficiency Acts. 
The end they both try to serve, the welfare of these handi- 
capped young people, can best be served if they co-operate 
rather than by rivalry and competition and pretending that 
notification is unnecessary. 

The teacher can reflect that, excellent as his efforts are, there 
are other people with other skills and other powers who can 
help the children in ways which are beyond his own compe- 
tence; and that therefore it is folly to adopt an unduly pro- 
prietary attitude towards a child who was once in his care, but 
who by the mere fact of growing up has gone forward into a 
wider sphere. To go into the problems of adulthood with the 
mental equipment of a child—that is the hub of the difficulty; 
and the conscientious teacher can be only too thankful when 
„he knows that there are sources of aid to which the handi- 
capped young adult can turn. i 

In its Jubilee report, the Special Services After-Care Sub- 
Committee of the City of Birmingham gives an interesting 
account of the changes in policy in the treatment of the men- 
tally handicapped over the last fifty years, and it concludes: * 

^. . . It has enlarged and its nature has in some ways changed, 


but the main principles on which we base our work today are 
little altered: A 


* Op. cit. p. 20. 
82 


) 


NOTIFICATION . 


- 


- To ds all employable persons to fin suitable work. . . . 

. To provide training centres where all/unemployable persons 
can learn happily and develop to the:£ull their limited capa- 
bilities. D H 

- To give help and advice where req'iired. 

4. To foster the right attitude towards mentally handicapped 

persons.” 


B 


[^] 


Whatever changes in the machinery of the law come about 
as the result of the deliberations of the Royal Commission on 
Mental Illness and Mental Deficiency, now sitting, it is un- 


likely that this statement of its spirit will have to be revised. 
2 


a 
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5, CHAPTER VII 


The Setting anil Scope of the Problem 
in Ordinary Schools 


M Tis much harder to discuss special educational treatment 

in ordinary schools than in special schools for many reasons. 

“There is such a wide range of conditions, in size of classes, 
number on roll; equipment, and environment, that generalisa- 
tions must constantly be qualified by reference to the condi- 
tions in which they apply. The organisation of ordinary schools 
is directed towards other purposes in addition to the furthering 
of special educational treatment: and whereas in a special 
E.S.N. school it can be taken for granted that its aim is single, 
backwardness is one only among the considerations that have 
to be taken into account in the ordinary school. Teachers in 
ordinary schools have other concerns and responsibilities, and 
many are not specially interested in slow children. In the ordi- 
nary school, backwardness is more protean and less clearly 
defined than it is in the E.S.N. school, so that our problem 
itself splits up into a number of sub-problems, ranging from a 
small minority whose difficulties are as great as those of child- 
ren in E.S.N. schools, through a large minority whose difficul- 
ties are less acute though still serious enough, to a third group 
whose difficulties in learning are not so much inherent as 
acquired, and therefore in principle remediable. Above all, the 
numbers to be catered for are so much greater, that adminis- 
trators can easily despair of making much impression—it is 
more rewarding to concentrate on piecemeal schemes for oppor- 
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tunity classes for a few children here ané there, which are use- 
ful as far as they go but leave the mai. reservoir untouched. 
Perhaps the problem of catering adequately for mentally handi- 
capped children is soluble— believe it'is—but what about the 
large army of the dull? Of course, inis no argument against 
doing something that it doesn't cover everything, for a start in 
one direction can afterwards be used and applied in others: 
indeed it can be argued that that is what has happenéé in 
England, and that the-line of development in time is from a 
limited provision for seriously handicapped children to the 
much wider commitments for providing special educational 
treatment that are now part of the duty of Local Education 
Authorities, However that may be, the duty is there—and 
also the difficulties and the opportunities that go with it. 

Let us take some representative points of view concerning 
backward children in ordinary schools in order to sce what 
assumptions are made and what issues are involved, as a pre- 
liminary to clearing the ground. 


Administrator A. We are well ahead with our plans for 
special educational treatment. We've already started two op- 
portunity classes and six more are planned when we can get 
the teachers, Then each area of the town will be covered. We'll 
keep the numbers in the classes down to fifteen. 


Administrator B. We tried special classes in ordinary 
Schools, but they weren't a success. If the children need it, our 


policy now is to send them to the E.S.N. school, otherwise they 
mbers?—quite all right, the E.S.N. 


school isn’t overpressed and we can usually squeeze an urgent 


case in without much delay. 
Administrator C. We're ready to approve schemes from 
Head Teachers for special classes. Mind you, they've not to be 


just C streams. . 
Head Teacher D. Can't do much because the school is so 
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overcrowded with this influx into the district, and we are the 


only secondary modera school. We've got four streams and try 


to keep the D classes’ numbers down and see they get good 
teachers, but that’s all 


Head Teacher E. Of tiourse this is only a small school. Next 
year I shall have five classes for the seven to eleven range, so I 
, hope to start a special class for backward children then. No, I 
ha¥<a’t decided yet who will be taking it. 
Head Teacher F. Ther? are no backward children in my 
school. 


? Head Teaches G. Well, we did have a special class three 
years ago with a teacher who particularly wanted to do it, and 
that worked quite well, but she left and we couldn't find any- 
one else to take it, so it had to be disbanded. The children? 
they were absorbed back in the other classes. No, we have no 
special educational treatment at present. We just have the 
ordinary four streams, five in the first year. 
Any Teacher X. Backward class? Not likely! 


It is worth while to disentangle the ideas that are taken for 
granted in these statements and in particular to discover what 
is meant by ‘special class’. 

1. A yery common use of the phrase ‘special class’ is merely 
numerical. Many schools (e.g. junior, secondary modern) con- 
taina four-year-age range, and multiples of four classes give a 
basic pattern of one-stream, two-stream and so on. But if the 
numbers on roll are such that five, nine or thirteen classes are 
required, the additional class is often called a special class. A 
better phrase would be the ‘extra class’,‘as it may very often be 
nothing more than that, and it tends to come into existence and 
to disappear as the numbers on roll fluctuate. This may seem à 
very trite statement, but the ‘numerical’ confusion occurs with 
surprising frequency in practice. It is a good example of the 
way in which words bedevil our thinking—backward children 
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b] 
need special attention’ and ‘this is a specicl class' may very well 
be using the word ‘special’ in two quite distinct senses. An ap- 
proximate translation of the first would b:: ‘skilled’ or ‘unusually 
careful’, but the second may mean anything. It could mean ‘the 
class in which this skilled and unusy,illy careful attention is 
given’, and whatever it does in fact men, it often carries with it 
a halo from this interpretation. The halo may not be deserved, 
but if one listens carefully to conversations of teachers «=i 
administrators the assumption can often be seen lurking that 
there is something meritorious in having a special class, which 
is lacking in a mere C stream class. So there may be: it al 
depends on how much there feally is special about it (in the 
Sense of ‘skilled’. But it is fatally easy in using the same word 
to slide over from one sense to another without noticing. 

Let us agree to avoid using the word ‘special’ in the merely 
numerical sense and call it an extra class. An extra class may: 
(2) be constituted for other reasons and contain backward child- 
ren just incidentally, e.g. a bulge class, or one following a sud- 
den influx into the district; (b) contain backward children only, 
and do nothing in particular about them; (c) contain backward 
children only, and make a genuine attempt to provide an edu- 
Cation suited to their needs, 

Recalling the remark of Head Te 
late his words as follows: ‘Next year 
and it will be either Type (b) or Type (c)—we haven't enough 
information to tell us which. We hope it will be (c), but it all 
Sounds rather haphazard, so we fear it may turn out to be (b)? 

2. The next distinction is between arrangements for back- 
Ward children which are haphazard, and those which are a 
genuine attempt at solution (b and c in the foregoing para- 
Staph). Only in the latter sense can we talk of ‘special educa- 
tional treatment’. Remembering that we must not be misled 
by numerical considerations, we will be caveful not to equate 
this distinction with one between special classes and C streams. 
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We can imagine a school where there happen to be four classes 
of backward childrer. (and others where there happen to be 
three, two or one). Gre: t care has been taken to work out suitable 
schemes for the classet. and the teachers try with some success 
to adopt differing appt;zaches to fit the needs of individuals. 
In such cases, irrespectiv2 of the nomenclature of the classes or 
of their numbers in each school, we would say that special edu- 
ional treatment was being given. Equally clearly, it is not 
special educational treatment when the C classes in a school 
merely do a watered down version of the A stream syllabus, or 
when an ‘extra’ class is working with no particular aim or pur- 
pose that distinguishes it from the rest of the school. In short, 
it if what goes on inside the room, and not the label on the 
door, that matters. 

When Administrator C is speaking of the plans of his Au- 
thority, he means ‘We want some really good teaching. We 
don’t want anything rule of thumb.’ Unfortunately, he words 
it in terms of special classes and C streams and this may be mis- 
leading, both to the Head Teachers in his district and to him- 
self, if they and he are led to think that merit lies, of its nature, 
in an ‘extra class’ type of organisation for backward children. 
It seems that Head Teacher G thinks so, for he apparently 
assumes that now his ‘extra’ class has been disbanded the game 
is lost. The class may or may not have been a good one—quite 
probably it was, since the teacher’s attitude was favourable— 
but the school is large and has need to make quite extensive 
arrangements for special educational treatment. It is doubtful 
whether the one class, even when it was operating, was suffi- 
cient. One hopes he is wrong when he said there is now DO 
special educational treatment—as there must be at least four 
classes of backward children—but one fears he is right. He 
seems rather confused as to the size of his problem and also 
how to deal with it: 

3. On the other hand, Head Teacher D does seem to be 
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doing what he can to help his backward children. He tries to 
keep the classes small, and to choose good teachers. He doesn’t 
claim very much, but it may be quite scund as far as it goes. 
It is instructive to compare kis concep'ion of the size of the 
problem with that of some of the others, He takes for granted— 
rightly, in my opinion—that he has to;make arrangements for 
quite a large minority of the children, say nearly one-quarter 


of the total roll. This very fact that the numbers are so lage” 


limi ILS : z is 

mits what facilities it is.feasible to provide, so on a superficial 

vi a es E! - 
ew it is no wonder that his ideas seem somewhat pedestrian 


co : n pee : 
mpared, for instance, with those of Administrator A. Ade 


ministrator A's words may be interpreted in two ways. First, 
they may mean that (like Administrator C) he is anxious’ to 
have an altogether new attack on the question of providing 
Special educational treatment, and to break away from the old 
routine lock-step. For this reason, he wants to experiment on 
a small scale, and find out what works in practice, and then 
extend it as required, modifying where necessary to meet the 
needs of large numbers. He does not think it wise to begin on 
a large scale, but proceeds cautiously from small beginnings. 
If this is what he means, well and good. But, secondly, he may 
mean that, having set up his eight classes, he is prepared to sit 
back content. In this case, 120 children out of a total school 
Population of perhaps 20,000 are being catered for, and one 
wonders what happens to the remainder. It is noticeable, too, 
that he is claiming for his opportunity classes a more generous 
Staffing standard than that of the special E.S.N. school in his 
area, and this is not easy to defend. On the former interpreta- 
tion, he is far-sighted, but on the latter, it all sounds rather 


ch is implicit in all this, is between 
n that it is easier to 
urbers are limited : 
sually good teacher 


The third distinction whi 
quality and quantity. It stands to reaso 
make a good standard of provision where n 
for instance, if a Head Teacher has one unu 
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who is anxious to work with backward children, the easy path 
for him would be to form one backward class only, leave the 
rest alone, and invité congratulations on the excellent stand- 
dard that has been attvined. To persuade three other less gifted 
teachers to join in widsns the scope, but it also dilutes the im- 
pressiveness of the perzormance. Yet in fact all large schools 
have enough backward children to fill more than one class. The 

^: s £culty is to find sufficient teachers to cover the need (remem- 
ber, for instance, the remark of teacher X). It is certainly no 
criticism of Adminstrator A that he is trying to improve the 
«quality of provision, but only that he seems rather blind to the 
quantity required. If we constantly remind ourselves that in an 
avtrage neighbourhood about one-sixth of all pupils are suffi- 
ciently dull to need a modified curriculum, and that about one- 
tenth come within the official definition of educationally sub- 
normal, we shall be nearer to the mark. 

4. The fourth distinction that I should like to make is be- 
tween special educational provision and suitable educational 
provision. It is sometimes said that the ordinary fare provided 
in schools is not as suitable as it might be for the majority of 
children. An unduly bookish approach, particularly associated 
with the eleven plus examination, still prevails in many schools, 
especially in the formative years between seven and eleven. 
The range and number of topics covered and the manner of 
treatment is often determined by the claims of the examination 
rather than by the needs and interests of the children, yet only 
a minority is likely to proceed to selective secondary education. 
The majority adapt themselves as best they can, which in some 
, Cases means they do not adapt at all. In this I am not thinking 
only of very slow and dull children, who would require special ; 
arrangements whatever the circumstances, but of that large 
group of somewhat below average children who become bored 
and apathetic, oné might almost say unnecessarily. In this sense 
it might be said that, were the ordinary education more suitable 
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for the great majority, there would,be less need of special edu- 
cational treatment, and particularly where remedial measures 
are concerned. There will, of course, alwz ys be need for special 
educational treatment for a ntinority of aandicapped children, 
but it is as well to remind ourselves tha, more lasting good can 
be achieved for more children by imp£oving the ordinary ar- 
rangements than by special measures which are of their nature 
limited. Smaller classes in the primary schools, to prevent avo; 
able backwardness, is oae obvious ?eform, and is preferable 
from every point of view, to concentrating remedial measures 
On very retarded seniors. Since the well-known words in the 
Ministry's Report on the Primary School were written that 
'the curriculum is to be thought of in terms of activity and ex- | 
perience rather than of knowledge to be acquired and facts to 
be stored’? the junior school curriculum is becoming less hide- 
bound, but the process could with advantage be carried further. 
Again, and in some ways most important, is the question of 
teacher's attitudes (see, for example, the dictum of Head Tea- 
cher F). Where teachers are not willing to recognise and allow 
for individual differences in interest and aptitude, and where 
their goals are set too narrowly on one type of academic result, 
a large number of dullish children will be likely to flounder 
and become disheartened, and the number of those who require 
‘special’ treatment will be correspondingly increased: on the 
other hand, teachers who are prepared to accept the children 
for what they are and to interest themselves in their general 
development and not only in their scholastic progress, can be 
Said to be providing ‘suitable’ educational treatment. í 
It would be unfortunate if interest in special educational 
' treatment led us to underestimate the great importance of the 
Beneral suitability of the ordinary fare provided. The more 
flexible the approach of the ordinary classes (eg. on return 
after absence), the less need there will be for special measures, 


Report of the Consultative Committee on the Primary School, para. 
75. 
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apart from those necessitated by the inherent limitations of the 
children. 

An example from another country may make the point at 
issue clearer. A city prides itselfon its arrangements for men- 
tally handicapped chilüren, and indeed the percentage of such 
children attending special schools (1-8) is high. It is true that 
this includes a number of children who would in England be 
' 4unsidered ineducable, but even when these are subtracted the 
remainder (1-5 per cent) /s higher than most English authori- 

ties are able to secure. The difficulty is, that outside the special 
«schools special, treatment ceases altogether, and a child must 
conform to the ordinary regime (rather more academic than in 
móst present day English schools, and without the streaming 
arrangements we are accustomed to in England which do at 
least lighten the burden on the non-academic child). It is either 
the special school or nothing, and one can imagine the plight 
of the dull under such conditions. A large, undifferentiated 
‘normal’ group is set over against a small ‘subnormal’ minority: 
contrast this with the more fluid conception which the 1944 
Act encourages in England, where degrees of subnormality 
are admitted and the special school shades over into the 
special class, and the special class into the various streams. 
Too much overlapping may be undesirable, but rigid de- 
marcations can be more so. As I see it, the trend of develop- 
ment of special provision in England has been to start with the 
most gravely handicapped and gradually extend the scope 
thus special schools came first, and then special classes. That 1s 
the stage we have reached at present, but it is interesting tO 
, speculate how much further the process of diversification cen ; 
be carried within the ordinary schools, and at what point 
‘special’ will cease to be special, and become ‘suitable’. At any 
rate, although for convenience a distinction is made here be 
tween the two, it is not intended to imply that they are really 
in opposition—quite the reverse. 
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dcc HER of these comments, "ye may now turn to consider 
iP nt of Administrator B. What he is saying in effect 
is, that having provided a special school: he has done all that 
1s required. Here everything! turns on the suitability of the 
ordinary schools, If every school is so well regulated that it can 
cater adequately for the varying abilijes and aptitudes of all 
its pupils so that there is no need to provide special arrange- 
ments because 'specialness' has been swallowed up in ‘suits 
bility' as the greater includes the le®s, he is indeed to be con- 
gratulated, But is this ideal so easily attainable? A visit to 
some of these schools may lead one to doubt it, One has only 
to look very superficially to find many backward children who 
are not receiving much help, and who in some cases are yery 
similar to the children in the E.S.N. school. Can it be that, on 
the contrary, the appearance of equilibrium is obtained only 
by imperfect ascertainment? (recall, for example, his state- 
ment that there is no pressure on the E.S.N. school and that 
numbers are adequate). It would appear likely that he is an 
example of the earlier stage of evolution we have discussed, 
Where an undifferentiated normal group is contrasted with a 
small subnormal minority, and where it is either the special 
School or nothing. 4 
5. Finally, the climate of opinion in the ordinary schools is 
of great importance in determining the extent and adequacy 
9f the treatment provided there for backward pupils. Head 
Teachers who, like F, find it necessary to deny even the exis- 


tence of the problem, and teachers who, like X, want to avoid 
din their presence 


teaching dull children, are all too common an x 
it is unlikely that the educational treatment will be either suit- 
able or special. Further witness to this point of the shortage of 
willing teachers can be gained from Administrator A and from 


Head Teacher G. 
In the light of all the foregoing, 
the position of backward children who ar 
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educational treatment, as wall as those who are. I propose, there- 
fore, next to consider what one may call the ‘ordinary’ set-up 
in schools of various sizes where backward children may be 
found. In some of these, the very:small ones, the conditions arg 
such as to preclude thę&possibility of their ever making special 
provision for one or twa backward children. Where this is so; 
the fact must be respected, but even so it is worth while think- 
"22g of ways in which the best use can be made of the assets, 
while minimising the dissdvantages, of the very small school. 
In other schools or groups of schools, there is no reason in pips 
éiple why special educational treatment could not be provided, 
so that after discussing the probable extent of the need for pro- 
vision in medium and large schools, we turn to the main task 
of considering the various ways in which such special educa- 


tional treatment may be organised, with the advantages and 
disadvantages of each. 
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‘ Ordinary ’ Educatioral Treatment 


A. Very Small Schools » 


N one sense it seems almost a contradiction in terms to 
I discuss very small schools in a book which is avowedly con» 
cerned with the organisation of special educational treat- 
ment, A case can be made for arguing that none of the children 
can possibly receive special treatment, if by that is meant 
elaborate arrangements, or alternatively that all the children 
do, since their work is bound to be individualised. Certainly no 
highly organised measures are possible, but since there are 
children who are backward in schools of all sizes, and teachers 
who have to help the children whatever the conditions, the very 
small schools cannot be omitted from consideration. They have 
their own particular difficulties but they also have their own 
Particular opportunities. These will be summarised in turn. 
The teacher-in-charge, who may or may not have an assis- 
tant, has between fifteen and thirty-five children on the roll. 
Some of the very small schools have been closed altogether and 
others have been decapitated so that they now take children up 
to eleven, but even so the age range in ihe class is considerable, 
though the numbers in the class are small by town standards. 
Let us take as example a class of fifteen children aged five to 
eleven with one teacher working single-handed. Her main pre- 
Occupations include Bill and Bobby, aged five and six, who are 
always fighting, May and Victor who will be leaving in July 
and are due to take the General Examination next month, 
Myrtle who is eight and brighter than any of the others, Betty 
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who is nine and in a towr would certainly be in an ESN. 
school, and Vera aged ten who is having a bad patch of bossi- 
ness: the remainder are her minor preoccupations and at any 
moment can become major. Myrtle and possibly Victor are 
above average: eight are more or less of average ability, but 
they are of all ages and include the troublesome Vera and Bill: 
four are definitely slow, but three of these are stolid; Bobby 
*-geboth dull and naughty and finally there is Betty. At least the 
teacher can reflect that the mongol from the Crossways is still 
only four! she is not looking forward to next year when he will 
join Bill and Bobby. In this setting, Betty presents a problem, 
certainly, but in another way so does Myrtle, so do Bobby, Bill 
and Vera. The teacher’s task is not only to cater suitably for 
Betty and the other slow children, but to do it in a context 
where the needs of the others also have to be considered, and 
where mental handicap is one only among a wide range of 
problems. All the children have some claim on her attention, 
and several have a particular claim for a variety of reasons: 
it is evident that Betty cannot receive more than a share of the 
attention, for her claim, though it is ‘particular’, is not more 
so than several of the others, The teacher wrote to the County 
Offices about Betty some time ago, but no action has been taken 
yet. The present situation is that Betty can print her name and 
recognise it, but can recognise no other words with certainty: 
She is still using apparatus with her Introductory Book: she can 
count up to ten and do additions using concrete material. There 
is no question of her working with Myrtle who is nearest to her 
in age: occasionally Myrtle will join with Vera and May, but 
.the grouping is very fluid and in general all have their ow? 
work to do and get on with it at their own rate. In this way, al 
though Betty is working individually, so are the others, and 

her pace is slow, at least it is her own pace and she is not being 
dragged forward 4s she might be in a large unit. She is not 
receiving special educational treatment, but she is fitting 1D» 
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in a fashion, and learning a little, ànd it is difficult to see what 
more can:be done until she goes, if ever she does go, to the 
residential E.S.N. school. 

The drawbacks of the situation are obvious, but there can 
be some advantages over a corresponding situation in a town 
school. f 

1. She is working at her own pace and not at one dictated 
by the need to fit in with a group standard. e 

2. She has the advantage of an‘easily comprehensible en- 
vironment, both in school and out. The pace and complexity 
of life in a large city can be utterly beyond the understanding 
of a subnormal child who feels himself whirled along on an 
impersonal organisation—where father goes, what he does’ for 
a living, the very name of his job may be unknown; whereas 
in the country the routines are related to needs and tasks which 
can be understood by a child.* 

3. The school is smaller and more of a family affair, and not 
a large organised machine which swallows children at nine and 
disgorges them at four. Whether the ‘family’ school is a happy 
one or not is a very pertinent question (and depends largely on 
the teacher), but at its best it can provide a natural atmosphere 
that is not unduly threatening to a handicapped child, as even 
a well-run large community may be. ay 

4. Whether a handicapped child fits in or is singled out 
seems to depend on a number of factors including his tem- 
perament, the tone of the group and the extent of his handicap. 
Even a severely handicapped child is sometimes well accepted 
by his fellows and treated with tolerance, while another is a 
butt, Betty, it so happens, is accepted in spite of her hanap; 
When this happens, the fact that she is working alongside the 
others, in the same room with no singling out, can be helpful 
in developing confidence. On the other hand, one who is re- 
jected can be harmed by similar proximity; if it merely means 


! This is well brought out by ‘Miss Read’ in Village School. 
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that the others rub in his linitations, Here again the attitude 
of the teacher is important in setting the tone. 

5. The mixture of age groups can be utilised to advantage. 
This has been pointed out in connection with E.S.N. schools 
and will not be dealt with further here. 4 

6. The teacher really'knows the children and their families, 
and the importance of this knowledge cannot be overestimated. 

~is has been said that easier transport makes it increasingly 
possible for teachers to live elsewhere, «nd the moving away of 
teachers (especially the men, as the schools are decapitated) 
raises social issues which are too wide for the present discus- 
sion,' but it is still fair to say that the country teacher usually 
has‘ more genuine knowledge of the children and their homes, 
than her town counterpart. This knowledge is useful at all 
levels, but it is particularly important where backward children 
are concerned. 

It is fair to conclude that there may be advantages for the 
social development of backward children in a village school 
compared with a town one, at least in their early years. From 
an educational point of view, practices which are less efficient 
in drilling average and bright children to a degree of proficiency 
may be no drawback to a backward child, and be outweighed 
by the advantage to him of being able to follow his own pace 
more than would be possible in a more highly organised en- 
vironment. 

All this is simply to say that a good small school may be 4 
not unsuitable place for educationally subnormal children ; but 
village schools are rather like the girl with the curl ‘when 
they're good, they're very, very good, but when they're bad, 
they're horrid'. 

B. Larger Village Schools, with 9o to 120 children on roll, and 
three or four classes to cater for a six-year age range (re-organ- 


*See, for example, Orwin, Country Planning ; Parkyn, The Consoli- 
dation of Rural Schools. 
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ised) or a ten-year range (un-reo:ganised). Here again much 
that was said earlier applies regarding the relative difficulties 
and opportunities. It is obvious that in a class with a two- or 
three-age range the teacher will have her hands full to organise 
the work of the different groups, and will be unable to make 
thorough-going special arrangements:for individuals. In such’ 
a situation, the dull children will be among the oldest in the 
class, but they will be doing the work of the youngest grovy 
present. This may work up to a point with some of the less 
seriously backward children, but a really mentally handicapped 
child is likely to find that the pace even of the youngest group 
is faster than his; if, for example, Frank is ten years old with 
a mental age of six-and-a-half, and the class contains children 
of chronological ages eight, nine, and ten. To put him into a 
lower class would raise additional difficulties unless he is ex- 
tremely puny and babyish for his age, and so it may become a 
choice of evils. Much depends on his own temperament and on 
the readiness of the other children nearest to him in age to 
accept him, and this comes back again to the climate within 
the class and the example of acceptance set by the teacher. 
Again, the fact that he is working in the same room, though 
Not in the same group, as children of similar age may be help- 
ful or may be the reverse, according to circumstances. ‘A child 
cannot be more cruelly segregated than to be placed in a room 
where his failures separate him from other children who are 
experiencing success.’! A teacher who is critical of his poor 
attempts can underline his segregation, while another who is 
ready to praise him for effort and to find tasks for him that are 
within his competence so that he can feel an integral part of 
the class, minimises the consciousness of difference that lies at 
the root of segregation. Paradoxically, the larger numbers com- 
pared with the tiny school of the foregoing section, as they 


‘National Society for the Study of Education, 4gth Year Book, Part 


Tl, p. 24. 
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make group teaching in the,three R's possible (each section of 
the class may contain up to ten or twelve children) may be a 
disadvantage to Frank in so far as they cause the teacher to rely 
overmuch on group instruction. ladividual work, which was 4 
commonplace for all in the tiny school, may be something out 


of the ordinary here, anįl so emphasise his disability. This is a 


risk that may have to be caken, for to fail at the eight-year-old 


-work would be worse still, and it can be minimised if the teacher 


is tactful regarding any separate work, which she manages, in 
spite of the other claims on her attention, to devise for Frank. 
At least it can be said that it is easier for her to borrow and 
adapt suitable materials from the teacher of younger children 
nexo door than for a teacher similarly placed with an educa- 
tionally subnormal ten-year-old in a large town junior school, 
where the infant department is entirely separate and the co- 
operation between the two departments is none too good! Here 
again there is need for tact in borrowing or devising materials 
which, though suitable in level of difficulty, are not so patently 
babyish as to be a source of amusement to the other children 
and of shame to Frank. 

As Frank gets older, he is more likely to come within the 
purview of special arrangements, either by transfer with all 
the other children at cleven plus to a modern school in a neigh- 
bouring town or central village, or possibly to a residential 
E.S.N. school. The retention of childrem beyond the age of 
eleven in village schools is nowadays much questioned: an 
excellent discussion of the issues raised is to be found in G. W- 
Parkyn's report for the New Zealand Council for Educational 
Research, The Consolidation of Rural Schools. Although he 
writes of New Zealand much of what he says is applicable to 
other countries, and the simple device by which he tests the 
width of social contact of the children is particularly interest- 
ing. He concludes that for young children a good small school 
has much to commend it, but that even the best small school is 
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too restricted in its possibilities, net only of scholastic progress, 
but also of the development of social interests, to meet the 
diverse needs of older children. How much of this is applic- 
able when we turn from the normal to the subnormal adoles- 
cent is debatable. Certainly the provision of suitable separate 
work for Frank and his like, which is difficult enough when he 
is young, becomes much more so whet he is older, if he remains 
in an unreorganised school. On the other hand, the argument 
in favour of transfer to centrally placed larger school, that it 
allows of wider social contacts, is of less importance for a sub- 


normal child, and indeed it may be said that the simpler local 


S H 
contacts are more easily comprchended by him than a wider 


circle which, though beneficial to average children, may be 
confusing to him. Of course, it is impossible to generalise, as 
much depends on the temperament and sociability of each 
child, and also on the adequacy of his adjustment to his original 
village school. Where a seriously subnormal child remains in 
an unreorganised school after the age of eleven, it is certainly 
desirable that the County Authority be warned of his presence, 
so that even if he cannot be sent to a residential ESN. school, 
there is a possibility of enlisting specialist help and advice (e.g 
from the Authority's psychologists or from the peripatetic 
advisers or teachers that some Authorities are appointing) 
and so that, on leaving school, he can be reported if necessary 
to the Mental Deficiency Authority as needing care and super- 
vision. p 
C. One Stream Schools in large villages, small and big Bas 
and cities. This often (by no means always) turns out to : a 
most unfavourable situation of all from our UE s 2s s 
adequacy of the help that can be given to art us i 
within the ordinary framework of the school. d y a 
odd, as the difficulties of organisation are augue y a m 
those in smaller schools, yet in practice such a school o ned * 
its own great difficulties. To begin with, the classes are larg! 
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c 
than those in many village schools, where in fixing the staffing — 
ratio allowance is made for the greater age range within a class. 
The range of ability in a single cless may be very wide and even 
though the children are all ten by the calendar, their mental 
ages may easily vary from less than seven to thirteen or more. 
In such a situation group work in the basic subjects is essential, 
but not always carried out. A not very good teacher who, if she 

“had a class of mixed ages, would realise that she should deal 
with the sevens and eighis separately, is often liable to over- 
look a mental age range which is far greater, and attempts to 
teach the class as a homogeneous unit, In such a situation, she 
may aim for the average and then the extremes are neglected; 
or, vemembering the claims of the eleven plus examination, she 
pitches her requirements rather high for the majority and the 
slower children are more than ever left behind. Of course, there 
are many exceptions to this, and teachers who manage to diver- 
sify their approach even under the unfavourable conditions 
of a large class with a maximum mental age range, but my 
point is just that the conditions are particularly unfavourable. 
Again, these schools which are small by urban standards, are 
often old and badly housed and equipped. If a building is un- 
attractive and dingy and on the verge of the black list those 
responsible are often unwilling to spend money on it, arguing 
that it will sooner or later be closed. It may be a church school 

and suffer from shortage of funds, or it may be the Local 
Authority's Cinderella. Enterprising teachers not unnaturally 
find newer and brighter schools more attractive and a vicious 
circle then forms which it is hard to break. 

, At the same time, it is worth remembering that a good 
voluntary school may be a very happy place, even if the build- 
ing is deplorable. Such a school is often more successful in 
gaining the interest and loyalty of the parents (they may them- 
selves have attended it) than the brand new crystal palace down. 
the road, and when the church and the teachers work together 
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harmoniou Ehi 
se ooe 
achieved. In this way, the 4 EAS a ete ee 
Ead : ; f E school, by town 
A t A itself become TD asset. It is probable that there 
: parate infant and junior departments, and the 
oe continue in the same environment from five to eleven. 
z as ao is an unhappy on, this is a pity, but if it 
y happy, it means that the children can be well 
known to their teachers, and while this is important for all 
children, it is particularly important for those who.are back- 
ward or subnormal. It is wise, then, not to overstate the harm- 
ful effect of poor material conditions, though’ equally they 
should not be ignored, nor should it be assumed too readily 
that the happy atmosphere of which we have spoken does in 
fact exist! Leaving all these on one side, we are left with the 
inescapable facts that each class does contain a very wide ability 
range and that the classes are large: and taken together these 
area serious drawback. There is a very good case for Authori- 
ties to be ready to increase the staffing ratio in such schools: 
they should not be treated on a par with the average large town 
or city school. As things are, there is some suggestion that they 
contribute more than their fair share to the avoidable cases of 
backwardness that afterwards come needing remedial work to 
the secondary modern schools. On this point, it is impossible 
to generalise as the schools differ so among themselves and also 
we must bear in mind the varying quality of their material; 
there are some which attain a remarkably even level of per- 
formance allowing for the calibre of the children: others which 
drill their brighter children while the slower ones stagnate and 


leave more backward than they need have been; and others 
given in the article by Kemp 
determining Attitudes in Pri- 
Educational Psychology, June 
their school was greater in 
d buildings. 


an Statistical confirmation of this is 

Environmental and other characteristics 

b Schools', in the British Journal of | 

ae He found that children's interest in 

mall, old, voluntary schools than in new goo 
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which are rather poor all rgund—it would be rather surprising 
if there were not, when we remember the unfavourable con- 
ditions. At any rate, it is fair ty say that special educational 
treatment is not possible in such-circumstances, and that when 
the ‘ordinary’ conditions become too unsuitable, further back- 
wardness may result, beyond that which is due to the inherent 
limitations of the childien. If it can keep this additional back- 
wardness down to a minimum, then the one-stream school has 
done all that can reasonably be expected. 

For the teacher who has to work with such a class, it may be 
helpful to indicate in a general way the extent and range of 
mental variation which is likely to be encountered, using the 
principle of the normal curve of distribution. I have frequently 
found that to'discuss variability in terms of Mental Ages pro- 
vides a good rough guide on which to work. Many teachers 
find I.Q.’s rather too abstract a conception to be helpful in 
practice, whereas to speak of Mental Ages has the advantage 
that it provides a rough general indication as to the level of 
development that can be expected of the children. ‘Treat as 
Mental Age’ is a useful first approximation that is simple and 
readily understood—as long as it is remembered that it is an 
approximation only, and that a child should not be expected 
to conform in every respect—educational, social and emotional 
—to its theoretical standard. Nevertheless, such as it is, it 1$ 
an improvement on the naive view of children which takes 
into account only the date of their birth, and provided its limi* 
tations are remembered it can be quite useful, 

Two versions are appended: one for ten-year-old children 
in a primary school, and one for twelve-year-olds after selection 

“has taken place. Although most schools for senior children 
are larger than one-stream, there are some where tor special 
reasons (e.g. denominational) the size is limited to a one-form 
entry, and so forsthe sake of completeness it will be give? 
as well. 
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Ten-year-old class: Number in clíss—40 
t 


1 


NUMBER OF CHILDREN 


7 8/5 10 11% 13 
MENTAL AGES " = 


Fig. 1, Shaded portion — backward children — one-sixth of class. 
] 


TABLE 1 
Mental Ages Below; 7-8} 84-10 10-113 11}-13 13+ 
—— 
3 M.H. Dull Average Bright V. bright 
No. of Children (1) 6 13 13 6 I 


Notes 

1. These figures are approximate only and may not repre- 
sent the position in a given class. It must be realised that the 
properties of the normal curve of distribution, from which the 
expected proportions at different levels of Mental Age have 
been worked out, hold with accuracy only for large numbers. 
Of 1,000 children aged ten it is highly probable that two-thirds 
will have Mental Ages between eight anda half and eleven and 
a half, but when the numbers are small, selective factors exert 
a disproportionate effect. A single school, for instance, may be 
situated in an unusually prosperous or an unusually poor area 
and the distribution of Mental Ages will be skewed accord- 
ingly. Teachers should bear this in mind before trying to apply 
the proportions given to their own class, and should consider 
What relation their school bears to the other schools of the dis- 
trict, e.g. is it considered to bea school attended by many bright 
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children? In the light of tiis and similar considerations, the 
proportions given may need considerable correction, and it is 
wise always to think of them as s/iggestive only—suggestive of 
the amount and range of educational variability after which a 
programme for catering for these variations can be worked 
out in terms of the actual children in the class. 

2. The previous rematks apply particularly to the numbers 
at the extremes of the range. One year there may be two or even 
three very bright childrer, and another year perhaps none at 
all. Every teacher can think of fluctuations such as this from 
year to year within his experience. In general, in an ‘average 
school in an average district, and taking one year with another, 
he thay expect to find about one-sixth of his total group to be 
slow and dull“in a class of forty, that is, about seven—and of 
these, an occasional child may be found to be mentally handi- 
capped. 

3. Brackets have been placed round the entry ‘1’ in the 
mentally handicapped column, as the child or children con 
cerned may or may not have been discovered and transferred 
to the E.S.N. school. It is highly desirable that Authorities 
should make a special attempt to discover and transfer those 
of mentally handicapped level who are attending schools 10 
which there is but one class for each age group, as there is no 
likelihood of their receiving special educational treatment 
while they remain there (as might be possible in a larger school) 
and their presence is an additional strain on a teacher who 3$ 
already overburdened if he is attempting conscientiously to 
differentiate his approach to meet the needs of his widely 

, varying pupils. , 

4. The proportions may be helpful to the teacher in decid- 
ing the size of the groups into which he splits his class for work, 
e.g. in number. The middle group of average children is likely 
to be the largest: the very brightest and the very slowest may 
require individual work, and so on. Obviously for project WOT 
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groups of more equal size and contt ining children with a yaried 
range of talents would be nei ded. 

5. It is hardly necessary ie) add that this approach sounds 
unduly rigid and stereotyped. A good teacher thinks not in 
terms of categories but of living children—Doreen and Eliza- 
beth and William. Nevertheless, it can help him to reflect on 
the probable level of Doreen’s capacity as compared with that 
of the others, if he knows the amount of variation to expect and 
allow for, and this is all that is being Suggested here. Iam think- 
ing here not so much of the experienced teacher who instinc- 
tively alters his approach to fit the needs of individuals, but of 
D beginner who needs to havé a rough guide or crutch to help 

im. , 
Twelve-year-old class: Number in class—32 


o 


NUMBER OF CHILDREN 


8 10 12 14 
MENTAL AGES 


Fig. 2. Shaded portion — backward children — nearly one quarter of class. 


TABLE 2 
Mental Ages below 8 8-10 10-12 12-14 14+ 
—— z 
M.H. dull average bright 
No. of children (1) 6 12 12 1 


Notes 
1. Previous notes apply. 
2. The class of thirty-two represents à 
an original distribution of forty, from which 
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have been removed by the stlectioh examination at eleven. The 
truncation is represented by a wavy line rather than a clean 
break to show that there may bt some overlapping in ability 
_ between the weakest who have gone to the grammar school 
and the brightest of those who remain. 7 
3. The proportion of backward children is greater than 1n 
a corresponding class of 5uniors. 


D. Larger Schools. Orge the number of children in an age 
group is more than can be contained in a single class, 1t 1$ 
common in England to make some sort of differentiation 0n 
au ability, or at least an attainment basis. In this way itis hoped 
to render the task of teaching large numbers easier since the 
spread in anyone class is reduced. Many teachers think of the 
resulting classes as being homogeneous enough to teach as à 
unit, but this is far from being the case, even in quite Jarge 
schools of three or more streams, particularly where the pu 
tremes are concerned. It is instructive to see the surprising 
differences that do in fact remain, and need to be taken into 
account in the teacher's planning. 


Two-stream schools: Ten-year-old classes: Number in cach 


class—4o 
= 
8 
E 
S 
2 A 
3 SS 
2 x 
7 82 10 11% 13 


MENTAL AGES 
Fig. 3. Shaded portion — backward children=one-third of B class- 
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TABLE $- 
Mental A, belo! 78) 8k 
B Chas ge lora 7-83 -say 11 
No. of children. (1 or 2) 12 26 
A Class Mental Age say 9-11$ 113-13 13+ 
No. of children. 26 12 2 


Notes 

1. See previous notes. 

2. For the sake of simplicity, round figures have been taken. 
It has been assumed that there are exactly eighty children for 
the two classes, and that they have been split equally. In prac- 
tice such convenient age groupings are not always found! and 
also many Head Teachers try to keep their A classes lagger 
than the B classes. But even if the numbers were say forty- 
three and thirty-seven, it would not affect the general picture 
much, so it seemed wisest for clarity to show a symmetrical 
distribution. The easiest way for a teacher to make a correction 
for his own class of thirty-seven, is to assume that he still has 
all the very slow children and simply subtract the number re- 
quired from the top group (in this case he would take away 


three from twenty-six). : 
3. Some overlapping in the middle between the classes 1s 
always found in practice, and is probably inevitable. There is 
not a perfect correlation between children's ability and their 
attainments, while absence, home background, industry, coach- 
ing, etc., all effect an influence, and schools are not always able 
to avoid erroneous placements based on mistaken judgments 
of children's capacity. So it is likely that the B class will contain 
some children who are actually a bit above average, and. abler 
than the weakest of the A's. It is certainly wrong to consider, i 
as some tëachers still do, the B class as containing nothing but 


backward children. 
4. The proportion of ba 
gone up to one-third, i.e. a size 
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5. Although the spread öf ability in each class has been Ic- 
duced somewhat as compared wita a one-stream class, it is still 
large. Note in particular that itshas not been halved, as one 
might at first suppose, on account of the overlapping. The rangi 
is similar in each class, unless the very handicapped children 
at the bottom end have been transferred to an E.S.N. school. 
Twelve-year-old classes 5 Number in each class—32 


3 


NUMBER OF CHILDREN 


8 10 12 14 
MENTAL AGES 


Fig. 4. Shaded portion — backward children — nearly half of B class 


TABLE 4 
B. Class Mental Age below 8 8-10 10-say 12+ 
No. of children (2) 12 18 
A Class Mental Age say 103-12 12 - 14 14+ 
No. of children 6 


24 2 
Notes 


1. See previous notes. 


2. As the distribution is asymmetrical, the spread of aoe 
is greater in the B class. (This is an additional reason to just ) 
the practice of Head Teachers in keeping the B class smaller 4 

3. Nearly half she B class are likely to be dull, and some 9 
` them may be very dull indeed. 
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Three-stre 00. A ch 
-stream sch g -^ear-oi- : i 
ls: Ten-»ea -oid classes: Number in ea 
class—4o Y 


3 
` 


NUMBER OF CHILDREN 


c 


7 8*2 70 Nv 13° 
MENTAL AGES s 
Fig. 5. Shaded portion — backward children — half;of C class. 


, TABLE 5 
[9] Class Mental Age below 7 7-84 8}-say 10 
m No. of children (3) 18 19 
Class Mental age say 9-11 
A No. of children 40 
Class Mental age say 10-113 njig — 780 
No. of children 19 18 
Notes 
1. See previous notes. 
but both the A and 


2. The B class is relatively homogeneous, 
the C classes still contain a fair spread of ability. The easiest 
class for a beginner to cater for is therefore the B class, and 
this fact can with advantage be considered by Head Teachers 


when deciding where to place a new teacher straight from col- 
lege. There is little danger m with 


that he will want to place hi 
an A class, but in the past it has been a freq 


uent practice to put 
beginners with the C classes, a 


nd this is difficult to defend. 
Leaving-out of account the particular difficulties that such a 
teacher might encounter, the s 


pread of ability alone is such as | 
to make such a placement less suitable than that with a B class. 
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3. The proportion of du pupils in the C class has now risen 


to half (and will be more than hälf if the Head Teacher tries. 


as he probably does, to keep the(aumbers down). As it stands, 
this may not sound surprising, and perhaps it is best expressed 
the other way round, that even in a three-stream school a fair 
number of the children in the C classes are not dull. This may 
serve as a timely remind'ir to those who are wont to dismiss the 
C classes in toto with a sh-ug; but it also increases the teacher's 
responsibility since he ha to do justice not only to his back- 
ward group (which contains by now a pretty heavy tail) but also 
to, a sizeable group of low average children. In such circum- 
stances, it is easy for the latter fo become backward by default, 
if he sets his expectations too low for them. It cannot too often 
be repeated that, even in quite large schools, it is wrong to con- 
ceive of the classes at the extremes of the distribution as a 
“homogeneous unit. 


Twelve-year-old classes: Number in each class—32 


TABLE 6 
C class Mental Age below 8 8-10 10-say 11 
No. of children (3) 18 II 
Bclas Mental Age say 10$-12 12-say 13 
No. of children 25 7 
A clas Mental Age 12-14 14+ 
No. of children 29 3 
Notes 


1. See previous notes. 


2. The majority of the C class are now backward and ac- 

` count for approximately two-thirds of the total. 

3. The A and B classes are now relativel 
but the C class has a wider spread of ability t 
contains a few chitdren who are not technica 
is a long heavy tail. 


y homogeneous, 
han either. It still 
ly dull, but there 


112 


Nr 
(ORDINARY? EDUCATIQNAL TREATMENT 

as beer four or more ‘reams. It is not intended to con- 
E ul out in detail the numbers of children of each 
al age level that one might expect to find in each streamed 
pr those who need the information may work it out for 
ineo using the same general method and remembering, 
f course, that their results will be approximate only. The prin- 
ciples are that about one-sixth of an ynselected group of child- 


NUMBER OF CHILDREN 


8 10 12 14 
MENTAL AGES 


Fig. 6. Shaded portion — backward children=n 
C class. 


and that as the number of streams 
tom stream with dull 


early two-thirds of 


ren are likely to be dull, 
increases, so does the weighting of the bot 
and handicapped children. Even without any official selection, 
cach D or E stream class in a large school is likely to be to all 
annus and purposes a ‘special’ class, meaning by that that it 
is a class containing children whose need for special educa- 
tional treatment is unquestionable. Whether or not they are 
getting it is, of course, another matter, but it is desirable to 
nail once and for all the notion that special educational treat- 
ment can be confined to a handful of children. d 
It will be realised that the account given here of the situa- 
tion of backward children in *chools of different sizes contains a 
number of omissions. The picture has been deliberately simpli- 
fied, and no account has been taken of the not uncommon . 
situation where there are half classes per age group, Ha 
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Six or ten classes in all, or where there are extra classes. Those 
who are particularly concerned with such a situation can make 
their own analysis of the extent df the problem in the various 
eventualities: in general, it is fair to say that any school of one- 
and-a-half streams or more is likely to have sufficient back- 
ward children to fill one class, though whether in a given case 
such children could or £xould all be gathered together from 

* their various classes is another matter. I am not concerned to 
advocate this (the merits ànd demerits of such special classes 
Will be considered later), but only to point out the size of the 
problem, Furthermore, no attempt has been made to consider 
other aspects of the handling of slow and dull children, beyond 
theiz class placement. This may give an unduly rigid impres- 
sion, as if nothing matters beyond the basic subjects, perform- 
ance in which usually determines a child’s class placement: 
nothing has been said of the practical and aesthetic subjects of 
the curriculum, and not much of emotional development. It is 
by no means intended to imply that these can be safely ignored, 
but the scope has been deliberately limited in order to focus 
attention on the main point at issue—the numbers of children 
who are likely to need particular help, as and when it can be 
procured. Finally, it must be remembered that no account has 
here been taken of those children who become backward for 
causes other than limited ability. To avoid making the tables 
unduly complicated, it has been assumed that children of aver- 
age ability or more just do not get into the C streams, yet this 
does in fact happen. To the problem of the slow and the dull, 


who will always need special help, is added a varying quantum 
_ of other children who require remedial hel; 


[ P perhaps only for 
a time. 

Here then, are the children. Whether they attend a small 
school or a large one, whether they are being catered for ade- 
quately or inadeqvately—in either case they remain, and their 
needs are the ultimate fact to be reckoned with, 
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CHAPTER IX 


Methods of Providing Special 
Educational Treatment in 
Ordinary Schools 


special E.S.N. schools cater for the most gravely handi- 

capped, and that special educational tre&tment in the 
ordinary schools is not thought of as a substitute for the special 
Schools, but has as its main task the provision of suitable edu- 
cation for a relatively large number of dull children with whom 
academic methods must always fail. In some areas, where there 
are no day E.S.N. schools, some mentally handicapped children 
will perforce remain in the ordinary schools, but in general | 
the functions of special classes and special schools should be . 
thought of as complementary and not as inter-changeable. Our 
task now is to discuss the various ways in which special educa- 
tional treatment may be organised, with the advantages and. 


disadvantages of each. 


I: will be assumed in this ehapter that, whére practicable, 


I. THE SINGLE CLASS 

This is the most familiar way of organising special educa- 
tion treatment, and is to be found at all levels of effectiveness. | 
Obviously, there is no point in discussing here those that are 
a mere travesty, and so in what follows it will be assumed that 
the teacher is capable, kindly, and interested in his task, and 
that the children’s co-operation has been gained. 

Because this is a special class, and known as such, the teacher 
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isin many respects much freer thaj his colleagues. He does not 
interlock with anybody, and so hekloes not have to worry about 
completing a prescribed part of fhe four-year school syllabus, 
before handing over his children to the next teacher. He Js 
allowed greater latitude in ignoring bells than the majority of 
his colleagues, though he is expected to maintain a reasonable 
balance between differen; types of activity, but when and how 
he does this is his own concern. He is thus able to organise his 
work flexibly, taking full advantage of sudden accessions of 
interest on the part of his pupils when they occur. The fact that 
his children stay with him for two or three or sometimes four 
years means that he can get to know them really well; thus 
he can both fit in his teaching to their individual interests and 
requirements,"and also pay a wider regard than the average 
teacher is able to do to their general social and emotional 
development. He can afford to bide his time, and wait patiently 
over a long period of apparent lack of progress, until confidence 
has been gained, and the timid child is ready to go forward. 
If he teaches in a secondary modern school, he may see the rest 
of the school caught up in an elaborate jigsaw of specialisation, 
from which he and his class are mercifully exempt, and because 
he keeps his children (with a few obvious specialist exceptions) 
all day and every day, he is able to exercise a guiding influence 
over all their class work and to see that it is properly integrated, 
not merely in a paper scheme, but in the minds of the children, 
so that they see what they are doing as a planned whole. From 
the children’s point of view, it makes all the difference in the 
world that they are with a teacher who is prepared to accept 
x them, as not all teachers do, and that by remaining with him 

they can increase their feeling of security, , 
The single class has, however, ‘its drawbacks. An illuminat- 
ing episode once occurred at a meeting of teachers, The teacher 
of the 'extra' class zna five class junior school (who was in fact 
genuinely trying to provide ‘special’ educational treatment) 
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JM. 1 
p. Ex d found icHiffcult to BETTE pupils when 
USS ther ante ey did no* have so-and-so like the others’. 
s 3 z = pounced on'this, saying ‘How is it that they 
reply ae e different?’ She was completely confused, could not 

, he scored an easy victory. But, of course, though few 
of us were quick enough to see it at the time, his point was 
purely a debating one: whatever she*said or did the children 
could hardly fail to realise that theyfivere different. If you be- 
long to a class in which there is no promotion, so that you stay 
there for four years, in a school setting in which most other 
children move up into a different class each year, it stands to 
reason that whatever the teacher's efforts, the ‘children must 
know they do not conform to the ordinary pattern. This leads 
to the question of stigma, on which it is very easy to talk pious 
nonsense. Many of the things that are sometimes said about 
labelling children can apply with equal effect not only to a 
special class, but also to C streams, coaching groups, ES.N. 
schools, clinic visits, remedial teaching—in short to any and 
every attempt to provide special help for children who need it. 
Furthermore, if in fact the children are different, it does not 
help matters to try to shut our eyes to this and refuse to recog- 
nise it. The important thing is whether they are better or worse 
as a result of the special help, and if they are better to continue 
lt as long as it is required irrespective of any bogey about 
‘stigma’. If this is the only way in which help can be given, the 
Criticism is pointless; but it becomes relevant if there are alter- 
native means of providing help which are not open to the same 
objections. In the case at issue here, to remain four years in the 
one class is not a drawback in a small village school, where 
everybody does it; but big drawback to social accep- 


it can bea 
tance in a town school, wher the usual promotion pattern is 
quite otherwi 


se. Similar remarks apply to the question of mixed 

age groups—many people hold that to try te teach seven-year- 

olds and eleven-year-olds in the same class is undesirable. This 
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is not to say that a skilful teachet may not make good use of 
social interplay among the children, using the older ones to 
help the younger, as in a family; but at least the objection 
needs consideration. If the only alternative to the seven to 
eleven class is to do nothing at all, and the children need special 
educational treatment, then obviously the objection cannot 
be sustained and the nead must take precedence, but it is desir- 
able to pause and consio*r the consequences and the alterna- 
tives before setting up a priori the single class as the ideal form 
of provision. 

Leaving aside the question of stigma and the fecling of 
difference as ‘being debatable, the four-year class nevertheless 
has-to face considerable difficulties of organisation. The chil- 
dren are all at different stages, not only in their class work but 
in their physical and social development: this applies particu- 
larly to a single class in a secondary modern school. We can 
assume that marked difficulties such as bullying do not occur 
if the class is a good one, but nevertheless minor misfits be- 
tween the needs of younger and older children are likely. The 
absence of promotion may lead to a feeling of stagnation and 
discouragement, both for teacher and pupils. It is necessary 
for the school to have a clear policy with regard to the class, 
whether it is intended as a permanent home for innately dull 
children, or whether it is conceived as having primarily a re- 
medial function. Both functions are legitimate, but they can- 
not easily be carried out in the same class—yet in practice this 
frequently does happen. It is understandable that if Roger is 


admitted to school at the age of nine, having moved from 
i hospital to convalescent home and back again for four years, 
' the obvious placement for him is the special class, for however 

bright he is he has no school attainments, but the difficulty 
is that the other children may be of very different calibre. But 
the biggest drawback to the single class is that it fails to cover 
the extent of the need, unless the school is a small one. Take, 


118 


> \ r 


SPECIAL EDUCATIONAL TREATMENT 


for instance, T: 
exists ina E oo cd: situation wn RUE CMM 
it is, it is simply inadequate. What Ks is Hower eaten 
out of the 130-odd cliens à e y happening is that, 
tien is being given to perha aur ahil pee 
only the most SERI b -—— a eae oe 
MA cre sre likely ¢ Ls errant children are being helped— 
difficulties are onl Y ish s te pe orren others as 
Hee erea that H "à tly m It is :?hat happens to them in 
NIE afe eoa dee test. Ir the example of the freer 
i P = class infects the C streams and gradually 
EN isla a well and good. But paradoxically what often 
AR E tke is that the mdre the special class is thought 
ee - A he moe the other classes tend to think of tham- 
SEoehr Ss inary’. Those in authority often act as if they 
E ise 7 there is a special class, that finishes the 
io he pube is no need to make any other adjustments 
E uni uu PA So prs of the school syllabus, and the 
E eb i s the C stream hardens. The distinction be- 
E ronda etween the abnormal few and the normal majority : 
b f g something very special for a handful and perhaps 
ecoming less suitable for the lower streams. The point is not 
an easy one to make, since it can easily be twisted into the 
absurdity of objecting to something that is good because there 
is not more of it, Agreed that it is no criticism of a good class 
that it cannot be made available to all, but the point at issue 
is the impact of the special class on the rest of the school. Is it, 
So to speak, the spearhead of a new onset on the problem? or 


is it just one pretty purple patch sewn on to the outside of 
a vastly different educational fabric? The hardest test of a 
special class is not to influence on its own 


be found in its 
children, but in its influent ther teachers and 


e on the O 
on the general philosophy and outlook of the school. One 
sometimes hears stories of A class boys who visit the 
Special class, admire its gadgets, and end by asking *Can I 
119 


THE SLOW LEARNER 


come in this class?"—which doesr't say much for the work of 
the school. The reform of the A classes is (fortunately) not to 
be discussed here, but in all seriousness one suggests there is 
something wrong if there is wide disparity between the aims 
and achievements of the C classes and the special class. My 
point is only that the more a special class is set apart from the 
rest of the school, and, is given, for instance, much smaller 
numbers and better eqiipment than the ordinary C classes, 
the less is it likely to act as a model. Do we want it to act as à 
model? is the crucial question to ask. If we think of special 
educational treatment in the ordinary school as being extra 
special, sométhing that is néeded by only a minority of 
markedly aberrant children, then there is no reason why it 
should spreai. But on a wider view that the children who 
remain in the ordinary school are not usually markedly aber- 
rant—otherwise they would be in the special school—special 
educational treatment is much more likely to be a matter of 
width, so to speak, rather than depth. In the terms of our 
example, not only the six or seven children in each age group 
who are in the special class receiving intensive help, but the 
eight or ten others at the bottom of each C class should come 
within our terms of reference. Itis desirable that the special class 
should have good working conditions and adequate facilities, 
but if these mark it off too sharply from the rest of the school, 
the final effect may not be what the Authority fondly imagines 
it to be. The obvious retort of the not-very-good C class teacher 
is ‘It’s all very well for him to do that, with his small class, but 
I have forty in here. Anyway his children need special help, 
and mine don’t’. Far from acting as a model, the effect in this 
case has been to underline differences and make them into a 
barrier, and to increase complatency (‘mine don't need any- 
thing different). 

I would hazard a guess that the popularity of the single 
class expedient stems, not so much from a careful thinking- 
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through of the merits of this type of organisation, but from the 
unpopularity of the task of teaching backward children among 
many teachers. It is easier to find one teacher who will under- 
take the task than to find two or more, and so it is natural for 
the Head Teacher to think he can best solve his pressing 
problems if he forms but one class and fills it with those 
children from whatever age group whose presence in the other 
classes causes most clamour. The dis‘inction here is between 
solving pressing problems and providing adequately for the 
needs of the children—including those dull quiet ones about 
whom there is no clamour. A 


I have given reasons for suggesting that the single class, 
by itself, is not really a solution, and that it raises its own diffi- 
culties of organisation to have a four-year age lange in one 
class, when the general pattern of the school is quite different. 

A preferable expedient is to have two special classes, each 
catering for two age groups only. The isolation of the class 
and its teacher is decreased: heterogeneity is reduced: the 
feeling of progress is restored by promotion: use can be made 
of differing approaches by the complementary gifts and tastes 
of the two teachers (providing, of course, their general frame- 
work is common): and twice as many children can be given 
the benefit. The special educational treatment provided will 
be less intensive cultivation, something set apart, but it will 
be more extensive. 

The difficulty arises when two suitable teachers cannot be 
found, or when only one extra class can be formed with the 
numbers and the accommodation available. It is little use to 
canvas the theoretical desirability of two classes when only one 
class can be formed: the question is, how can that single class 
best be placed so that it is m&ximally useful? In general, it is 
best to have not more than two age groups together, and to 
place the class as low down in the schooleas possible. This 
implies that the children, after spending say their first and 
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second year in the special class; are then absorbed into the 
ordinary classes, which in their turn have placed on them the 
onus of providing special educational treatment for those chil- 
dren who need it. It is a good rule to follow that if special help 
is required it should be given sooner rather than later—in «he 
junior school timely help may be given with reading so that 
at least some of the children may be ‘over the hump’ before 
they are returned to tht ordinary class, and in the secondary 
modern school it may be helpful to keep them with one teacher 
while they are young and not expose them to a specialist 
programme until their third year, Of course, the actual num- 
bers in the diferent age groups and the progress of the ‘bulge’ 
wil! determine where the class can most usefully be placed in 
a given case, ’but other things being equal, it is well to place 
it as low as possible. In any case, in secondary modern schools, 
the numbers on the roll dwindle as the fourth year proceeds, 
so there is rarely as acute a pressure at the top as there is at 
the bottom. The discrepancies in numbers resulting from there 
being say three classes into which eight-year-olds may go and 
only two for nine-year-olds, can usually in larger schools be 
ironed out by adjustments without greatly compromising the 
principle of confining the special class to a two year range— 
though an exception may occur in a five class school where 
there is less leeway for adjustment if the numbers are in- 
tractable. 

As an actual example, the Head Master of a nine-class 
junior school organised his classes so that there were two 
streams, and an extra class containing first and second year 
children. The extra class contained thirty-two children, so 
that on an average sixteen children in each year group were 
getting special help. It is true that this continues for only two 
years, but at the end of that time many of the children are 
able to read and «an adapt adequately in the ordinary class. 
W, on the other hand, only six or seven of the intake from the 
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Infants had entered a seven to eleven special class,! there would 
have been no alternative for the remainder than the crowded 
IB, less attention, less incentive to master the difficulties of 
reading, and consequent backwardness. It may be said that 
this remainder needs special help only temporarily, but if it 
needs it at the time of its entry into the school, it should have 
it then, and not be left until some years have passed: in this. 
way, much avoidable backwardness cán be prevented. One of 
the bad consequences of a too narrow conception of special 
educational treatment in the junior school (criticised earlier 
as confining special educational treatment to a small handful 
of markedly aberrant childrer? contrasted with’ the’ normal 
majority who don’t need anything) is that the ‘normal’ chil- 
dren (who may be in fact pretty slow and dull at the bottom 
of the B stream) are left to sink or swim, and if they sink they 
become candidates for ‘remedial teaching’ at a later date, 
when their difficulties have become ingrained and set by years 
of—avoidable—failure. This is a thoroughly wasteful pro- 
cedure, and it is much better to spread the net widely in the 
early years. 

The drawback, of course, is that the children return to the 
ordinary classes in the third year, even though their need for 
Special educational treatment continues. Of these, an occa- 
sional child may be transferred to the E.S.N. school, but there 
always are children who though not needing to go to the 
E.S.N. school are not really up to an ordinary class. But still, 
on balance, I would say that it is a lesser evil that this should 
happen, since at least the teacher of 3B is made aware of the 
‘problems’ and the need for modifications in their case, than 
the seven to eleven situation which apparently covers the need 
and in fact does not. The point is that, whatever way you 


le it is desirable for the class to be kept small, it 


? Note, too, that whi e 2 
is less essential for it to be particularly small than where it caters for a 


four-year age range of the most difficult children. 
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stretch it, something has to go, and that in making his choice 
this way, the Head Master was making the best use of his 
limited resources. Naturally, it would be nice if he had more 
resources, but that is another matter. A 

In general, it may be as well to remind ourselves that idéal 
solutions are rarely to be found, and that the most practicable 
organisation is that which provides the widest benefits. 

We may conclude that, wherever possible, there should be 
at least two special classes to cover the four-year age range, 
and that single classes, as a general rule, are wise to limit their 
age range to two years and usually to take children from the 
lowet classes"of the school. Numerous exceptions to this will 
occur in practice, but the principle should be clear. 

1 


IL TRANSFER CLASSES 


Up to the present we have been considering special educa- 
tional treatment given in the school where the child is already 
attending, but for a variety of reasons this may not always be 
provided. The expedient is sometimes adopted of setting up a 
class or classes in a central conveniently placed school, and 
drafting in children from other schools for special educational 
treatment. The classes are variously called special classes, op- 
portunity classes, and the like, but because they have in com- 
mon the fact that children are transferred from one school to 
another, and in order to distinguish them from special classes 
within a single school attended only by pupils of that school, 
I propose to call them transfer classes, In some cases, they are 
set up as remedial classes, in others, they are intended for dull 


and troublesome children, and in still others they contain a 
mixture of both types. 


In so far as such classes are established singly, they fall 


e earlier about single classes, 
n issues of their own. 

7: argument. If, as was suggested 
124 


but in addition they raise certai 
The first is simply an a fortio 


^ 

" T 
SPECIAL EDUCATIONAL TREATMENT 

earlier, a “single class is likely to be inadequate to meet the 

needs of even one school, unless it is a small one, how much 

more inadequate is it when it is considered to be a provision 

for à group of schools! 

One needs to distinguish here between the occasional ex- 
pedient and a set policy. It is understandable that a local 
Inspector or psychologist likes to have up his sleeve a sym- 
pathetic teacher with whom he can ‘place a child whom it is 
necessary to transfer from his previous school for some good 
reason. Such emergencies do arise, and means must be found 
of meeting them. But the situation is quite different if it he- 
comes part of local policy to establish such transfer classes as 
the Authority’s answer to the obligations laid on it understhe 
1944 Act to provide special educational treatment for those 
children who need it, Not only does it not cover the need, but 
it directs attention away from that need. I have given reasons 
for believing that the more a special class become ‘special’ in 
the sense of ‘exceptional’, the less likely it is to influence the 
ordinary practices of the school. If it is intended to use success- 
ful work in one class as an object lesson for other classes, there 
must be something in common between their situations. If, for 
Instance, an Authority wishes to improve the standard of C 
Stream teaching, it can best do so by showing a C stream class 
that is working well, difficulties and all. However excellent 
the transfer classes, and some of them are excellent, they may 
pointa questionable moral if they widen the gap between them- 
selves and the ordinary classes, instead of reducing it. It has 
been suggested that special educational treatment in the ordi- 
Nary schools should be thought of in terms of width and suit- 
ability of provision, rather than of extra specialness; and that 
a continuum or spectrum dong which children's difficulties 
in learning can be arranged from greatest to least is a more 
useful picture for a teacher to have than a block rigidly divided 
into categories of ‘ordinary’ and ‘special’. A teacher who is 
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already too prone to think in terms of normal and abnormal 
is more likely to be hindered than helped to form a wider view 
if his Authority’s policy encourages him to think of special 
educational treatment as the provision of exceptional measures 
for the exceptional few, and beyond that, no change at the 
tail end of the streams. As I sce it, the place for exceptional 
measures is in a separate special school, and the characteristic 
contribution of the ordinary school to special educational treat- 
ment should be in width and flexibility, not in narrowness." 
Secondly, transfer classes raise certain administrative diffi- 
culties. These can be briefly mentioned, for if the principle is 
a good one, administrative difficulties can be overcome, and if 
it i^ not, they are no more than additional arguments against 
it. The co-opération of parents and teachers is not always easy 
to ensure: the suspicions of the former and the defensiveness 
of the latter, both as regards the adequacy of their attempts 
on a child’s behalf and as regards the ticklish matter of 
total number on roll and the grading of the school, can lead 
to rear-guard actions, disputes, appeals, and possible delay. 
From the child’s point of view, transfer is likely to be an un- 
settling experience and may be variously and erroncously in- 
terpreted in his phantasy. Transport is sometimes difficult to 
arrange. Vacancies are not always available when required. 
It is true that these and similar complications apply also when 
the transfer of a child to a special school is contemplated, and 
too much should not be made of them for this reason, but in 
general it is much casier to explain the transfer of a child from. 
an ordinary to a special school than it is when he is, apparently, 
just being moved from one ordinary school to another. It must 
be remembered, too, that single classes are more evanescent 


* Compare, for instance, the statement in Pamphlet No. 30 that special 
educational treatment is not ‘a matter of Segregating the seriously handi- 
capped from their fellows but of providing in each case the special help 
or modifications in regime or education suited to the needs of the indi- 
vidual child’ (p. 1). 
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J 
than special schools: as the teacher move yen if it i 
= a s, even if it is only 

to another school in the district, the scheme falls down and 
the children are left high and dry, for the greater the build-up 
of Mr X's exceptional gifts, the less likely it is that someone 
can be found to take his place quickly. 
b The sum of these administrative points adds up to a certain 
inflexibility in practice: there is likely to be a time-lag while 
the children are the subject of officia; deliberation and action, 
and it is difficult to see how this can be avoided, once adminis- 
trative machinery has been evoked. The point is, that to provide 
for children in their own school does not need administrative 
machinery, e EE 

Thirdly, and more seriously, it is not always easy fos an 
Authority to evaluate the success of its transfe? classes. The 
argument goes: "We cannot make good provision on a wide 
scale, so we will make provision on a narrow scale and heap this 
one class with facilities, and then it must be good.’ It is the 
obverse of the quality-quantity distinction which was noted in 
à previous chapter, and unfortunately it is invalid as an argu- 
ment. In one case, which I very much hope was exceptional, 
àn Authority established a transfer class and quite properly 
equipped it generously, put a well-qualified teacher in charge, 
and made sure that admissions were regulated through the 
local Child Guidance Clinic. At the time I saw it, it had been 
going for a year. There were then eight children on the register 
of whom seven were present, and I can honestly say that nothing 
was going on which would have been beyond the capacity of 
a beginning teacher to provide, with forty children to prepare 
for. In adjoining rooms the usual large classes were to be found. 
It made one ashamed of the name of special educational treat- 
^ o 
evealed that the Officers of the Authority 
t the success of the class: they had more 
their part and they took it for granted 


ment. 
Enquiries later r 
had no qualms abou 


than generously done 
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that Mr X, who was considered in the district to be expert 
with backward children, was also doing his. They were not 
worried about the small numbers, as they avowedly intended 
to provide a really high-quality education, and having paid 
for it, like the Emperor with his new clothes, it was easy to 
imagine that because the new clothes were expensive they 
must be good. 

It is not intended to suggest that this is anything but a 
rare result, and it is cited only to show that lavish provision 
and good provision need not be synonymous. More frequently 
the difficulty of forming an adequate judgment on the merits 
of the principle stems from the excellence of the example. In 
most cases, the transfer classes are good and the standard 3s 
much higher than in the average run-of-the-mill backward 
class, as of course it should be. When one considers the advan- 
tages with which they start—the éclat of a new beginning, the 
prestige which comes to a class from having the official blessing 
of the Local Authority, small numbers, good equipment, à 
teacher who is specially selected for his interest, knowledge: 
and qualifications—it is not surprising that the classes are suc- 
cessful. It may seem unduly carping in such circumstances to 
raise a doubt whether the principle for which they are such an 
excellent advertisement is in fact a good one, but the possibility 
which must be faced is that the success of a transfer class is due 
not so much to the merits of this type of organisation as to the 
good teacher and the good conditions, In other words, an 


Authority cannot always easily evaluate the worth of its 
transfer classes by a simple com: 
backward classes. 


Let us consider what happens when Miss Smith, who has 
been very successful with 1D in a secondary modern school, 
is put in charge of a single transfer class. For Miss Smith, the 
attraction is simple: she feels she has been promoted and that 
she is recognised as someone very special. The group she now 
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teaches is much more heterogenous and more obviously diffi- 
cult, and to compensate for the wide spread of ages she is given 
smaller numbers, better equipment, and much more prestige. 
„The administrator has something he can report to his Com- 
mittee: a new Opportunity Class has been set up, the office has 
done a lot of work in arranging transfers and transport, and 
twenty very difficult children are now being well catered for. 
What he does not report to his Comraittee is that thirty merely 
difficult children are now being less well catered for: they can 
pass from his official purview unless and until some of them 
reach the ‘very difficult? category. Too much should not be 
made of this line of argument: it can be twisted into a reason 
for never providing any special facilities at all, and it maysvery 
well be desirable that Miss Smith's special gifts should be exer- 
eised on exceptionally difficult children rather than partially 
wasted’ on some who might respond to a less able teacher, but 
at least it is worth noting that there is another side to the 
balance sheet, the loss to the merely difficult ones, and this is 
a loss which is not usually presented to the Education Com- 
mittee, But the really important principle at the back of it is © 
whether special educational treatment in ordinary schools is 
to be narrow or to be wide in scope. In my opinion it would be 
a pity if the principle is prejudged because the best teachers of 
backward children are chosen for the transfer classes. On a 
short run, these classes can show good results as is only to be 
expected, but in the long run the implications of their success 


may prove to be less wholly satisfactory. 
Up to this point in this section the discussion has assumed 


the presence of an E.S.N. school in the district, and also that 
the ordinary schools from which the transfers are made are 
quite large ones. A more difficult position arises when either or 


both of these conditions do not apply. 
Take first the case of a small school where there is no likeli- 


hood that special educational treatment will ever be able to be 
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provided, and all that can be hoped is that the children’s work 
will be as suitable as possible—the sort of school that is envis- 
aged under paragraph 66 of the Ministry’s Pamphlet No. 5. 
‘An Authority may decide that in the circumstances of a par. 
ticular school special educational treatment for educationally 
subnormal children could not be provided there.’ As was sug- 
gested in the previous chapter, if there are any children from 
such schools who should be in the E.S.N. school it is particu- 
larly important that they should be discovered as soon as pos- - 
sible. There may, however, be others who require special help 
though not in the E.S.N. school, and in their case it is entirely 
reasonablé"roF their transfer to another ordinary school to be 
enceuraged. There is, however, a difference between such occa- 
sional tranfers, anda policy of establishing transfer classes even 
if some of the schools from which the children come are, OF 
could be, able to make their own arrangements. It is the latter 
which has been criticised here. 

The second complication occurs when the area has no E.S.N. 
School, but is nevertheless fairly well populated (in a really 
thinly populated rural area the question falls at once, as the 
suggested movements could never be made to work, and rest- 
dential provision is the only alternative to the local school). 
The establishment of a special class may then be advocated, 
to which can be transferred those children who in a city would 
be undoubted candidates for a special school. The transfer 
class then becomes as it were a miniature E.S.N. school—with 
the crucial disadvantage that it is placed within the framework 
of an ordinary school. Now this is to make the worst of both 
worlds. There are advantages in treating all educable children, 
dull or mentally handicapped, within one flexible plan in, say, 
a secondary modern school, and ‘there are advantages in re- 
moving those most handicapped to an entirely new setting in 
a special E.S.N. school, but to distinguish them as a separate 
group while still leaving them within a much larger body is 
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to ask for trouble. Here, again, an occasional transfer in an 


individual case may be wise, of, for instance, a child attending 
a very small school, but there is all the difference in the world 


„between this and moving mentally handicapped children irre- 


spective of how well they are being cared for already. Schools 
A, B and C, for instance, are secondary modern schools within 
the same town, and School A has a particularly good scheme 
for backward children which embraces the whole of the D 


.Stream—that is, about 100 children, among whom are five 


mentally handicapped children. The scheme is mooted that 
School B shall receive all the mentally handicapped children 
fr om cach school into a single Class of about fourtéen children, 
with an age range of eleven to fifteen. Each school will retain 
lts usual streamed organisation, but School B^will have its 
transfer class in addition. This seems unwise, for if it is decided 
that these children are so deeply handicapped as to need a 
special environment of their own, away from the D class chil- 
dren with whom they have previously been, then surely they 
should be on their own, not passed on as an excrescence to a 
school whose main preoccupation must inevitably be its normal 
majority, 

This type of action is sometimes advocated as the first step 
to the establishment of an E.S.N. school. A number of mentally 
handicapped children, say of junior age, is gathered together 
in a transfer class attached to a junior school, and it is hoped 
gradually to extend it, until it becomes a school of its own. If 
this be indeed the policy, it would probably be wise to establish 
itasa separate unit from the beginning, as otherwise awkward 
questions of jurisdiction are only too likely to arise, between 
the teacher-in-charge and the Head Master of the parent school. 
A special school is an entity With its own standards and its own 
hours: it is differently regarded by the Ministry: its teachers 
receive additional payment—at what point does the growing 
is status? and also, when does it move into 
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its own premises? On the one hand, the special school has the 


advantage that it can devote itself entirely to the task of helping 
its handicapped children, and in this lies its justification for 


the segregation it involves: on the other hand, the ordinary. 


school has the advantage that it can deal with a wider range 
of children, without separating them out: this hybrid would 
neatly combine the drawbacks of both. If the number of men- 
tally handicapped children in a district is too small for them 


to form even a small separate school, it is doubtful if transfer 
classes can become a suitable substitute. 


II. THE MULTIPLE APPROACH 


The argument of this chapter has been that special educa- 
tional treatment in ordinary schools, as opposed to special 
schools, should seek to cover a wide range, and to include a 
large number of children in its purview, It is easy to criticise 
the shortcomings of some C and D classes, particularly when 
they are given few facilities, but at least they cover the ground 
ina way which one cannot imagine would ever be possible with 
à network of more sophisticated expedients. When all is said 
and done, the great majority of backward children do not 
attend Remedial Centres, or enter a 'single' class, or get a chance 
to move into a transfer class—but they pursue their inglorious 
path through the inglorious D stream. 

The last type of organisation to be considered is that which 
accepts the ordinary pattern of streaming and tries to show 
what can be achieved with it. 

Let us suppose the Head of a four stream secondary modern 
school some years ago to be considering his organisation for 
the following year. He knows that he has a number of slow and 
dull children, and he wishes to do*justice to them, as he wishes 
to do justice to all the children in his school. If he were ideally 
placed with four excellent teachers for four backward classes. 
he would not need to worry, but.then neither would his de- 
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cision be’worth describing. ‘As it is, he has got one very good 
teacher of backward children, Mr Jones, and he wants to use 
him to the best advantage. To put Mr Jones with a single 
Special class is tempting, but he rejects it for the following 
reasons: (1) He would still be left with a number of backward 
children who would have to go elsewhere. (2) Numbers in each 
age group would be thrown out. (3) By placing three other 
teachers in association with Mr Jones, he hopes that Mr Jones’ 
influence and methods will be disseminated over a wider field 
than if he had been separated from the rest of his colleagues 
by the boomerang word ‘special’. (4) He reflects that over the 
years, Mr Jones’ guidance will reach more boys it he sees a 
larger number for one year each, than if he sees a small number 
for four years, and this seems to him preferable. So, Mr Jones 
becomes the leader of a team of four, with a post of special 
responsibility for the general oversight of the classes of back- 
ward children. It is to be understood that Mr Jones is a teacher 
of a calibre comparable with those who are selected to take 
transfer classes, and that he is given reasonably good facilities 
» and the full backing of his Head—only so is it fair to compare 
the merits of this type of organisation with those of single 
classes, 

It is to be expected that the results in a school with this 
approach are somewhat uneven, for while Mr Jones’ handling 
of his class may compare in excellence with some of the best 
single and transfer classes, the other three are unlikely to equal 
this high standard. Mr Jones, as the leader, has placed himself 
with the lowest of the four classes, ignoring the traditional 
dictum that the place of honour is with the biggest children 
(perhaps also to quell the indiscipline that has come asa result 
of allowing children to proceed up the school with their needs 
unmet!) Instead, he argues that the youngest class is likely 
to contain the highest proportion of non-seaders and so his 
technical skill is needed to deal with them. If he can reduce 
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the number of non-readers while the children are with him it 
will be easier for the next man: then, too, he hopes to set a 
tone at the beginning which, with luck and the co-operation of 
his colleagues, may possibly endure. He is not always lucky. 
and his hopes are not always realised, but at least the key to 
his approach is that he is working with and on other people— 
‘on’, because his influence and guidance are available for his 
less experienced colleagues. They have more motive to consult 
him than they would have to consult the equally good teacher 
of a ‘single’ class, for there his problems would be thought of 
as different from theirs. He is less a solo star, and more the 
leader ofa ‘téam, and if his team is weak, it is his failure as 
wellas theirs. He is able, judiciously, to titilise the varied talents 
and interests of the members of his team by encouraging them 
to take a subject in which they are particularly interested with 
classes other than their own, and in this way he can himself 
keep in touch with the boys who have passed through his hands 
and are now in higher classes, and can keep himself aware of 
their later development. This division is most useful when his 
colleagues can offer among themselves the subjects which in 
any case would have to be taken by specialists, e.g. physical 
education, craft, but nevertheless the amount of specialisation 
is strictly limited, and the approach of all four classes is pre- 
dominantly child-centred, not subject-centred, It is sometimes 
argued that a single class exempted from the specialist round 
is all that headmasters can be expected to swallow, and the 
‘special’ class is left in splendid isolation in this respect—but 
surely if the needs of the children are taken into consideration 
there are a large number who are helped more if their class 
work is visibly integrated by a single teacher than if it is sub- 
divided. (In passing, it may be rersarked that there is need for 
a careful rethinking of the whole question of specialisation in 
secondary modern,schools, as it affects the average pupil and 
certainly as it affects those who are at all backward.) In the 
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case at issue, Mr Jones’ headmaster is prepared to cut specialisa- 
„ton to the minimum for these four classes (though, recognising 
that Mr Jones’ three colleagues are not primarily interested in 
backward children, he wisely lets them recuperate by taking 
Some brighter classes in their favourite subject!) I have gone 
Into some detail on the question of specialisation, as the type 
Of organisation I am describing is to be sharply distinguished 
from the completely specialist streamed school, where the only 
difference between the top stream and the bottom is that the 
former completes the syllabus successfully and the latter does 
Dot. We all know the sort of school where the science master 
Complains that the D children tannot even copy oir the board, 
the history master is in despair about their written workeand 
hasn’t really comprehended that some in the class cannot read 
the textbook, much less understand it, and the English is 
neatly split up so that you go to one specialist for drama, 
another for poetry, while basic usage is below their notice so 
that (with the D forms) it is taken by the most junior form 
master, and some-poor unfortunate has 4D for an hour for 
Spelling’, There is little to be said for this type of treatment 
for backward children, and it is understandable that the single 
class should have revolted against it. It would, however, be a 
Pity if the revolt should stop there and be confined to a single 
Class: what is advocated here is that it should go further and 
include the whole of the D stream, and perhaps the C stream 


as well. 
As I see it, the single class has the merit of integrating the 


work and handling of the children, but at the cost of splitting 
itself off from the rest of the school: what I have called the 
multiple approach not only preserves this unity of handling, 

ut also, since it caters for e sizeable portion of the school, 
deals with backwardness as an integral whole. I have seen this 
approach working over several years in a number of schools, 
and it is uniformly successful. In one, the leader is also 
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responsible for the selection and allocation of entrants into the 
different first year classes: in another, where the gap between 
Mr Jones and his colleagues is less marked, and the ideal of 
an equal team of keen teachers more nearly approached than 
in any other school I know, the excellence of the whole scheme 
for the treatment of backward children received ‘particular 
commendation after a full inspection of the school: in a third, 
a very large school of eight streams, the two bottom streams 
are regarded as a unit for the purpose of providing special 
educational treatment, i.c. eight classes, or almost a little school 
in itself. So far, the examples have been taken from secondary 
modern séivools. Junior schools do not have the specialisation 
difficulty to contend with, but neither do they have the tradition 
of leadership: which goes with departmentalisation, and which 
enabled Mr Jones to carve out his province, comparable with 
those of his senior colleagues who were seyerally responsible 
for the social studies, the mathematics, and the English of the 
school. In contrast, there is no difficulty about junior teachers 
retaining their class, but there is no guarantee that they will 
follow a common policy in their separate kingdoms. If, how- 
ever, this difficulty can be overcome by tact and example, 1t 
points the way to what seems to be by far the most hopeful 
approach to backwardness in the Junior School. 

Mr Brown was appointed deputy head of a four stream 
junior school. It was generally understood that he had ideas 
on the subject of backwardness, but the headmaster was 
genuinely startled when he asked to be given 1D as his class 
(he might have been less startled had he been asked to form à 
brand new single class). There was no difficulty in complying 
with this request, and he proceeded to do a really solid job. The 
children were interested, steady, ind encouraged to make pro- 
gress: the backing of the parents was obtained; and gradually 
the interest of other teachers was caught. This last is the crucial 
point, for the other results could be expected to follow from any 
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really godd work, but only where numbers, conditions and 
facilities are similar can the other teachers be expected to 
identify themselves with what is going on. (Of course, it is not 
£8 simple as this, and discontent rather than emulation can 
Tesult, but at least Mr Brown has shown that it can be done 
and it is for the others to decide whether they mean to follow.) 
It is undeniable that the Mr Browns are not to be found in every 
school, but granted his unusual gifts, I would suggest that his 
Authority is making better use of him where he is, than if he 
Were in charge of a single transfer class. I believe that the core 
of the whole problem of the adequate treatment of backward- 
ness lies in the junior school, an certainly the most jutractable 
difficulties are to be found there. The only solution thay is 
likely to be effective in the long run, having regatd to the size 
of the problem, must come from some such approach. 

If we compare a really good single class with a really good 
example of a multiple approach (and only this comparison is 
fair), the thing that stands out is the relative isolation of the 
former. Mr White in the single class is doing excellent work 
and visitors remark on his care and effort for the sake of his 
boys and the unusually good relationship that exists between 
him and them: within the room he has established a most 
attractive microcosm. But the trouble is that it stops at the 
door of the room, and has little carry over to the rest of the 
school. One of his constant difficulties is that it is hard to move 
out any children into another class as there is nowhere suitable 
for them to go.! By contrast, Miss Black has no fears on this 
score, for the work of her class is just one part of a solid unit 
Which is well integrated into the general pattern of the school. 
If Mr White should leave, his special class (like so many others) 
will fade away, but Miss Black's departure, though it would 

1Tt ici i this was written the change which I 
Ceu eT Disce 1n thls school. ‘Mr White’ is Bow emos 


team at the suggestion of H.M.L 
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mean a drop in the standard, would not be fatal to the whole 
organisation. The C stream, like the brook, goes on for ever, 
whether it be good or indifferent, but even if it be indifferent 
it must be remembered that the children are there and have 
to be dealt with anyway, and there is always the hope that in 
the future the standard can be revived to its former excellence. 
It is the difference between a very beautiful patch which is yet 
alien to the rest of the educational fabric, and something which 
is recognisably of the same stuff though better fashioned and 
sewn. 

In the short run, single and transfer classes are likely to 
achieve Suixing success, particularly if the best teachers of 
backward children are encouraged to work in them, but in the 
long run I cünnot see any solution to the problem of special 
educational treatment in ordinary schools that does not carry 
the C and D classes—which contain the great mass of back- 
ward children—along with them. It may very well be that the 
conditions are too intractable and the problem insoluble: if 
so, then to salvage what one can is intelligible. But as long as 
there is any chance of a solution, it seems better to face the 
need rather than to run away from it by providing extra special 
facilities which of their nature could never be made sufficiently 
widely available. If all the Mr Browns are allowed to show what 
can be done if they are given reasonably good but by no means 
super-excellent facilities, that still may not be enough to leaven 
the lump; but it is a counsel of despair to place them above the 
battle. It has been repeatedly urged that it is no criticism of à 
good transfer class that there are not more of them, but it is a 
criticism that not only does it not meet the need, but that it 
points away from the need into a blind alley. The multiple 
approach could conceivably be generalised into an ail embrac- 
ing scheme, but of its nature the transfer class is too partial 
and too limited for generalisation. Instead of emulating the 
activities of Jack Horner, in their dealing with backward 
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children, Authorities are likely to get further if they encourage 
the Browns and the Blacks as well as the Whites, and endue 
their work with an equal prestige. 

a Im this day and age, enough is known of the nature and 
treatment of backwardness for many people to be acquainted 
with the sort of approach which is most likely to be successful. 
We do not need to be told that good teachers in good conditions 
will achieve good results: that has been often enough shown in 
the past. But what we most pressingly need to know, is how to 
apply this recognised experience to what may be called con- 
ditions of mass production—the average teachers working in 
average conditions, and I would suggest that the oiny hnal test 
of special educational treatment in ordinary schools is to be 
found in their success or failure. When all is ‘said and done, 
the majority of the backward children come within their care. 
If they are fortified and supported, even if only a little, more 
will haye been done to help more children, than by partial 
expedients however excellent they may be. 


139 


CHAPTER X 


Remedial Measures 


ELATIVELY little has been written about remedial meas- 
ures and what there is, is scattered through educational 
journals rather than discussed at length.t The success 
of the -2emedial Education Centre attached to Birmingham 
University, and of well-established ventures like that of Burton- 
on-‘i'rent, has. however become widely known, and at the present 
time (1955) many Authorities are discussing or implementing 
plans for establishing such centres. Remedial Centres are be- 
coming fashionable,? but before the momentum becomes 3rre- 
sistible, it may be worth while to examine the conditions neces- 
sary for their success, the various forms they may take, and 
the advantages and drawbacks of each. 
When Professor Schonell drew attention to the prevalence 
of preventable backwardness (as distinct from the inevitable 


* British Journal of Educational Psychology: June 1950, L. B. Birch, r 
‘The Improvement of Reading Ability’; November 1951, H. B. Valentine, 
‘Some Results of Remedial Education in a Child Guidance Clinic’; Feb- 
ruary 1954, W. Curr and N. Gourlay, ‘Experimental Evaluation of Reme- 
dial Education’; November 1953, M. L. Kellmer and R. Gulliford, ‘A 
Note on Experimental Evaluation of Remedial Education’. 

Educational Review of the Birmingham Institute of Education, vol. 
VI, Nos. 1, 2 and 3(1953-4). J. E. Collins, ‘Remedial Educational Pro- 
vision for children of average or above-average intelligence’. 

? The quantity and variety of schemes outlined in Collins’ articles are 
extremely impressive. His information, however, was obtained by replies 
to a postal questionnaire and in such circumstances it is not always easy 
to evaluate the worth of the undertaking; thus side by side with one 
scheme which I know'to be well-founded and careful he mentions another 
which also I know and is merely (rather bad) coaching. 
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backwardhess which results From innate dullness) he advocated 
Serious and organised attempts to provide remedial instruction 
for those children whose attainments in one or more of the tool 
Subjects were seriously behind their own potential. They might 
be generally retarded in all their work, or they might be work- 
ing up,to capacity with the exception of one or two subjects in 
which they had a specific difficulty. He defined children with a 
specific difficulty as being those ‘whose ability in a subject . . - 
was at least 114 years below their other educational attainments 
gud general intellectual level’.* Retardation can thus apply to 
children of all levels of intelligence, the bright as well as the 
dull. Sporadic attempts to help such retarded children to catch 
up, for instance after absence, are of course common in schgols, 
and they attain varying degrees of success. There is no doubt 
that prompt first aid of this kind by the teacher who knows the 
child is the first line of defence. The difficulty comes when 
either such first aid is not given or is not successful. We then 
have a situation which all too often progressively worsens as 
the child becomes older, increasingly confused, and apathetic 
or troublesome. It would appear only common sense to have 
organised arrangements whereby such children can be helped 
before the situation gets too much out of hand. Still at the com- 
_ mon sense level, it would appear evident that quite large num- 
bers of children will need to be provided for. Yet in fact children 
usually reach the remedial teacher only when their difficulties 
are well marked, and time-consuming to remedy. Evidently 


few children will be helped in this way. We seem to be chasing 
a widely felt need and a narrowly 


applied solution, between fairly large minorities that are candi- 

dates for help and the small numbers and necessarily restricted 

case load of the remedial teachers, between in fact preventive 

and remedial work. There would appear to be an analogy with 

the treatment of innately dull pupils. Justoas a special E.S.N. 
3 Backwardness ir the Basic Subjects, p. 80. 
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school to cater for the markedly handicapped does not obviate 
the provision on a much wider scale of arrangements for dull 
pupils in ordinary schools; so the need for a special centre for 
remedial treatment should be considered together with wide- 
spread preventive measures. 

It is worth while to start off by putting remedial work in its 
context of prevention, as otherwise there would be little defence 
against the cynic who defines remedial measures as ‘locking 
the stable door after the horse has gone’. From this point of 
view, the value of a Remedial Centre should be judged not 
merely in terms of its success with its own clients, who form â 
small and ighly selected minority, but by the extent to which 
its efforts are reflected in the schools of its area. Birch, writing 
of the Burtofi centre, pointed out that a considerable decline 
in reading retardation throughout the borough was evident 
after the centre had been established for two years, and he 
attributed this to the fact that the class teachers had become 
‘reading conscious’. Critics who challenge his conclusions may 
point out that post hoc is not necessarily propter hoc, and that 
some of the improvement may be spontaneous recovery after 
the dislocations caused by the war years (his observations were 
made between 1947 and 1949), but the point we are concerned 
with is the entire propriety of his attempt to link efforts in the 
Centre with conditions in the schools. Authorities where large 
classes in the primary schools are the rule need not be surprised 
if much preventable backwardness results; and it is arguable 
that an even spread of available teachers is more efficient than 
withdrawing some of them to cope, belatedly, with the deficien- 
cies traceable to over-large classes at an earlier stage. It is true 
that small classes are not a universal panacea, but neither; 
emphatically, is the setting up of, ad hoc schemes for coping 
with backwardness if more efficient arrangements in the 
original place of instruction—the school—would have sufficed. 
Remedial centres, then, far from being a goal in themselves, 
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eue the sign of an imperfect ‘state of affairs. They exist to help 
children from the schools, but not in isolation from the schools. 
There is no virtue in an elaborate organisation if a simpler one 
Would work, and first attention should go to helping children, 
if possible, within their own schools. But it is not always pos- 
sible, and the effective choice is sometimes between failing with 
a particular child and attendance at the remedial centre, and 
an that case there is no doubt where the choice would lie. There 
is, however, a world of difference between this conception of 
remedial centres as a residual service, a last line of defence, 
and as the complete answer to problems of retardation, while 
leaving the schools untouched. In my opinion, the 1atter would 
bea very shortsighted policy. It is spectacular to establish a 
network of centres, but unless something is doné at the same 
time to cut at the sources of supply, little of value results, and 
the problem is simply perpetuated. It should therefore be axio- 
matic that when a centre is set up, liaison between it and the 
schools it serves should be considered extremely important. 

We pass now, to consider the various forms the centre may 
take. It may be a place where the children attend full-time (to 
become, in effect, a special school or class): or, more commonly, 
a place where children go for one or more sessions a week, while 
remaining on the roll of their own school. Each method has 
characteristic advantages and drawbacks. 

The big advantage of the full-time method is that the child 
can be known and educated as a whole person. His reading 
disability (or whatever it was that occasioned his transfer) does 
not occupy the entire picture, but takes its place as part only 
(admittedly an important part) of his education. Coaching that 
degenerates into cramming is thus avoided, for the mechanics 
of reading can be learnt, as they should be and as they normally 
are by the averagely successful child, as part of an all round 
scheme of instruction which takes in all elements of the curri- 
culum, Again, the effects of his disability on him as a person 
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can be noted and minimised. At a time when we all pay lip- 
service to the emotional concomitants of backwardness, 1t 
seems odd that our efforts should so often take the form of a 
direct attack on the presenting symptom. This is perhaps all, 
that can be done when time is limited, but one of the advan- 
tages of the full-time school or class is that a wider viewpoint 
can be taken, and attention properly paid to his emotional 
and social development, as well as to instruction in reading. 
Finally, there is some advantage in removing a seriously Te- 
tarded child entirely from the competitive struggle of an 
ordinary classroom, rather than expecting him to cope with 
it part-timé? At the same time, the full-time class has corres- 
ponding drawbacks. Take first the question of stigma. Parents 
are prone to^confuse this transfer with transfer to a special 
E.S.N. school, and even if their misunderstandings can be 
cleared up, those of neighbours and other children remain. It 
can be argued that if the child’s need is great enough, this 
consideration is unimportant, but even so it can cause trouble: 
it is therefore desirable that attention be paid to public rela- 
tions, so that parents and teachers are made aware of the true 
functions of the Centre. A more important difficulty is Ur 
double break in continuity, when the child is transferred to 
the centre, and when he returns to his ordinary school. Every- 
one would agree that such transfers should be avoided if 
possible—another argument for helping children within their 
own school—but if he is not profiting in the slightest there 
does come a point where on balance it seems the lesser evil to 
give him a chance elsewhere, until he is able to cope with his 
ordinary school. So far, the drawbacks considered have been . 
external to the centre, but there are further difficulties within 
the centre itself. A full-time centre is extremely hard to 
organise. By definition, the difficulties it deals with are re- 
mediable, and as they are remedied the children depart: the 
population is therefore shifting. Enough children to fill even 
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a small School cannot be gathered together except in large 
urban areas, and transport difficulties may result. But on the 
other hand, a unit of one or two classes is liable to contain 
vide variations in age, mental age, and social maturity, and 
provides considerable problems for the teachers. Then there 
is the.question of equipment and facilities for practical work, 
particularly for senior children. To transfer a boy who is keen 
on woodwork and relatively good at it from a well equipped 
modern school to a small unit with few facilities may result in 
antagonising him rather than in gaining his interest and co- 
Operation. (Too much should not be made of this objection, 
but neither should it be ignoréd.) Perhaps the unit is attached 
to an existing school, and shares its facilities. Then difficulties 
may arise over jurisdiction, discipline (particularly if the parent 
school has not been well chosen, and wide discrepancies of con- 
ception exist), status, or comparisons (which may be odious) 
between the unit and the parent school in such things as size 
of class, attainments, or allowance for expendable stock. No 
scheme works better than the people who are involved in it, 
and though these difficulties may sound carping and petti- 
fogging, they can be very real in practice, for teachers after all 
are human, and if there is continual friction the children will 
not benefit, however ideal the scheme sounds on paper. Then, 
too, it is not only the teachers who may find co-operation 
difficult: a more common source of trouble is in children’s 
comments, which are hard to check. Whatever the difficulties 
cational treatment for backward or 
retarded children within a single school, those difficulties are 
intensified (as was pointed out in the previous chapter) when 
the unit is known to be separate and yet is within the school. 
Devices such as separate playtimes increase the sense of being 


different and the likelihood of derogatory comment when, as 
the children must at some time mect. If one alleged 


within an existing school is to give 
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the children the advantages of wider social contacts than they 
would get in their small group, it seems an odd way of doing 
it, and might easily create more problems than it solves. It 
seems fair to conclude that the game is not worth the candle, 
and that if a separate unit is to be envisaged, it should have 
its own premises. Granted that exceptional people can.anake 
almost any arrangement work, it does seem safer in consider- 
ing the pros and cons of suggested organisations to avoid those 
that seem unnecessarily productive of tensions. Assuming, then, 
that the unit has its own premises, the difficulties, both social 
and educational, of an unusually small group remain. Are the 
seniors to gó to the nearest school for practical subjects and 
games, or are they to miss these elements of a balanced edu- 
cation? John ‘is big and strong and cock of the walk too easily: 
it so happens that Jane is the only girl of her age and is be- 
coming lonely and shut in: the tone of the group as a whole 
is more swayed, for good or ill, by one or two individuals than 
would be a larger unit. It is true that these remarks apply 
equally to any small unit anywhere (e.g. in a village school) 
and they can be utilised constructively as well as destructively, 
but the special point here is that by hypothesis ‘they occur 1D. 
a large urban area where the usual social and educational 
pattern is quite different. Whatever answer to the question 
whether this is a good or bad departure from the norm 1$ 
given, it is at least important that the query should be asked, 
before setting up arrangements without considering their im- 
plications for the whole school life of the children concerned. 
If it is claimed as an advantage for the full-time centre that 
it can attend to the children's emotional and social develop- 
ment, it must equally be admitted that the actual influences on 
the children should be taken inte account. Similar considera- 
tions apply to the schoolwork of the children. Older children, 
many of whom are-of good or average intelligence, require an 
outlet for their widening interests.in the world around, They 
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may be Backward in reading, or in arithmetic, but the tasks 
they are given, in social studies, in general science, in local 
Surveys, should be commensurate with their age and intelli- 
*, gence (though the form in which their work is expressed may 
need to be scaled down to fit in with their disability in reading). 
The demands on the teacher are correspondingly great. I once 
Saw a fourtcen-ycar-old boy, of superior intelligence (though 
Very backward) in a special unit, given a task which might have 
Occupied an average nine-year-old for five minutes. With the 
aid of a small-scale map of the British Isles, he traced the rail- 
way route from London to Perth and wrote down the names of 
the few towns that appeared on the map. No reason was given 
for the assignment and it did not seem to be connected with 
anything else. (As the group was very small, the teacher could 
hardly plead pressure of work.) This seems to me a travesty of 
Special education, and it did not surprise me that under this 
regime he remained backward and apathetic! It should be 
remembered that the advantage of the full-time unit lies in 
its power to harness the children’s general interests in the 
Service of improving whatever the disability may be, so that, 
for instance, his desire to know more in his chosen field may 
lead him to try to read about it. If the standard in general 
Subjects is low, a powerful tool is being neglected. Finally, in 
the tool subjects themselves, genuine difficulties of organisa- 
tion abound. The children are all at different levels, their 
strengths and weaknesses vary from child to child, and indi- 


vidual work is essential. This point will be taken up and ex- 


tended later, as it is common too to the part-time remedial 


centre and so it will simply be mentioned here. $ 
Finally, in practice it is found that there are some children 
3 


who do not make progress. Ifafter ample time has been allowed 
they show no signs of improving, should they be retained, to 
the exclusion of another child who might benefit more, or 
should they return to the ordinary school? This is not an easy 
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question to answer, but it is one which must be facéd in con- 
sidering policy. 

To summarise, the full-time remedial centre contains many 
elements of genuine difficulty, and calls for teachers of con- 
siderable skill and persistence. 

I would like to end this section with an example «where 
the difficulties are being surmounted. The Centre has its ow? 
premises and takes children of junior age (eight to twelve) 
only: it thus avoids the difficulties of providing for the 
specialised interests of seniors and at the same time attempts 
to remedy the retardation as early as possible. With Sixty 
children on roll, and four classes, it avoids the worst organisa- 
tional difficulties of the very small unit, and so its organisation 
can be like that of many another small school, with the vital 
exception that all work in the basic subjects is individual. 
Children usually stay for one year, and then have improved 
sufficiently in attainments, attitude to work, and (often) be- 
haviour to return to their original school: it is particularly 
important to note that although they express reluctance tO 
leave, they nonetheless settle down happily and make satis- 
factory progress when back in their old school. Some have 
returned in less than a year, and a few have been kept for more 
than the year, but only in unusual circumstances. There appears 
to be a very good relationship both with parents and with the 
Heads of the local primary schools, once the function of the 
Centre had been clearly understood and misapprehensions 
cleared away: and there is close liaison with the local child 
guidance clinic. 

We turn now to the part-time Centre, where the child re- 
mains on the roll of his ordinary school, but is absent at stated 
times, usually once or twice a werk, as if he were attending à 
clinic. (In fact, in the U.S.A. the phrase ‘reading clinic’ is in 
common use.) The teacher works with a different group each 
session for perhaps eight sessions a week: the remaining time, 
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when he i$ not scheduled to teach, is devoted to recording, the 
making of apparatus, home and school visits, Child Guidance 
or Care Committee case conferences and so on. In this way it 


18 claimed that a large number of children can receive skilled 


help, while still keeping the groups small. Although this 
method involves certain difficulties of organisation, mainly in 
connection with journeys of children to the centre, and with 
fitting an individual into a suitable group when he arrives, the 
difficulties are not so grave as with a full-time centre, possibly 
because it claims less. The part-time Centre can leave the all- 
round education of the children to the ordinary school and 
become simply a ‘reading clinic—and in this lies its strength 
and its danger. It has the advantage of a clearly conceivedcand 
limited aim, but it is open to the grave disadvantage that it 
may set its sights too narrowly, and think of its task simply as 
Improving the mechanics of reading or number, apart from 
the manifold activities of an ordinary school day. There is risk 
of a schism between the work of the ordinary school (much of 
Which, it should be remembered, has a bearing on the tool 
Subjects) and the work of the centre. Indeed, if the remedial 
teacher seriously attempted to link the work of his group of 
Six or eight children with the work of the schools from which 
the children came, he would find himself torn in six or eight 
different directions: it just cannot be done. But that it is impos- 
Sible to avoid the risk of confusion in the children's minds is 
itself a most important fact which must be weighed in the 
balance against all the advantages "which are claimed to follow 
from sending a child to the centre. In the short run, and as an 
emergency measure, a boy who cannot be helped at all in his 
own school may benefit if a centre is set up, but in the long run, 
before the policy becomes established it is necessary to consider 
carefully this inescapable concomitant. A further concomitant 
which needs to be taken into account is the effect on the school, 
and on the conception which it holds of its responsibility to 
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the children in its charge. Anything which might possibly 
weaken this sense of competence and responsibility should be 
scrutinised with care. It is true that this argument could be 


twisted to prevent developments which are undoubtedly bene- . 


ficial—we do not usually think of school clinics, or speech 
therapy, as unduly limiting the teacher's responsibility Bui 
possibly a distinction can be drawn here between activities 
which are peripheral to the teacher's function and those which 
are central. A good teacher will keep an eye on the physical 
health of his pupils, but he is relieved when the school nurse 
is available ; he will try to help a boy with poor specch, but he 
has neither the time nor the technical skill to deal with serious 
aberrations of speech. Yet it may be said that to apply the same 
line to classwork (which depends on adequate attainment 1? 
the three R’s) would be to cut at a matter which is very properly 
the responsibility of the teacher. This argument is possibly of 
less weight where specialist teachers in a secondary modern 
school are concerned: they would say that the last thing E 
wanted to do was to impart the rudiments of the three R's: 
But with teachers of younger children, the matter is different: 
Do we really wish, as a set policy and over a period of time, to 
encourage the thought ‘Children who are failing to work to 
capacity should attend a remedial centre for specialist atten- 
tion. But there is no remedial centre in this district (or, alter- 
natively, there is one but the waiting list is very long) so what 
can I do? I am afraid that I might do the wrong thing and 
make matters worse.’ The point I am trying to make is*that, 
while on the one hand the centre can act as a stimulant and à 
challenge to some teachers to improve their practices, on the 
other hand it can cut at the confidence of other teachers in their 
ability to deal adequately with cbildren of low attainment. 

It should be noted that this criticism is more important 
with a part-time Centre than with a full-time one. Once the 
decision has been made to transfer, John to the latter, he ceases 
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to attend»his previous school, as with any other transfer, and 
therefore the sense of responsibility of the teachers is not 
damaged as it might be in the case we are discussing. 

3 From all this,it follows that it is vitally important to keep 
the class teacher in the picture and not to convey, directly or 
by implication, the impression that his functions have been 
abrogated, The class teacher will wish to know about the pro- 
Bress of the child, and in particular he will wish to know what 
Steps he can take and what methods he can use without cutting 
across what the Centre does. A remedial Centre is successful 
to the extent that it works in co-operation with the school and 
Not in isolation: but, as we sañ earlier, this is not easy when 
à number of different schools are concerned. o 

For this reason, school visits are to be encouraged. Yet these 
too have their own difficulties. The remedial teacher who goes 
to confer with the class teacher goes either as an equal, or as 
an expert, and either way there are pitfalls in their relation- 
ship. With skill and tact these can be avoided, and certainly 
one would not wish to give the impression that ordinary human 
contacts are so very difficult to establish and maintain, but it 
would be foolish to overlook the possibility of difficulties aris- 
ing. (Note again that the visit of the school nurse or the speech 
therapist is not thought of as a threat to the teacher in the same 
way.) If he avoids the class teacher and sees only the Head, he 
Suggests the remoteness of a superior being, aloof from the 
hurly-burly of class conditions. Too frequently the defence of 
the class teacher is to recall the differences in the size of the 
groups with which each has to deal. This is not entirely fair, 
and he probably overlooks the genuine difficulties of the reme- 
dial teacher's task, but it is all too human a reaction. Skill in 
establishing and maintaining good relationships with adults 
as well as with children is therefore an essential prerequisite 
of the remedial teacher, and it is one which it is not easy to 
fulfil. I think it is a fair comment that those who take up this 
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work often are of a highly original and creative turr. of mind, 
but such individualists, however excellent they may be with 
children, are not always equally successful with adults. Where 
this is so, the effectiveness of their work is lessened, and the 
children, as always, are the real sufferers when friction develops 
between their respective mentors. The full-time Centre can 
exist in splendid but stultifying isolation: the part-time one 
cannot, and this is both its great opportunity and an additional 
source of difficulty. Good public relations are essential: and 
the remedial teacher, even though he walks as delicately as 
Agag, cannot always escape Agag’s fate, 

Aftér all this, mere difficuities of organisation within the 
Centre seem small beer. Yet it is no easy task to make groupings 
which fulfil the needs of the children adequately, and which 
provide harmonious social as well as fairly homogeneous edu- 
cational groups. Then, too, what is meant by homogeneous? 
The members of a group which is homogeneous in initial level 
may differ considerably in the methods which help them most; 
or in rate of progress: they may be slowed up by inter -personal 
rivalries. It is worth noting that such tensions are often greater 
in a small group than in the relative impersonality of a large 
class, particularly when they consist by hypothesis of children 
who are somewhat insecure and are struggling for recognition. 
The question of relationship with an adult also needs attention. 
A group even of three children is still a group: it differs more 
from an individual pupil-master relationship than it does from 
a much larger group. The insecure child who must have un- 
divided attention is helped less by moving him from a large 
class to a group of six or eight than one might suppose: indeed 
rivalries and tensions may even be intensified in the smaller 
unit, particularly if his difficulties of learning stem, as they 
often do, from trouble at home. Whereas a school, with its larger 
pool of available companions and its majority of ‘ordinary’ 
children who are easily adaptable, can leave these things tO 
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Sort themselves Out to a considerable extent, they need to be 
explicitly taken into consideration in a remedial group. Often 
there is no easy answer, yet if one cannot be found, the overall 
effect on the children may not be what we imagine it to be. 
All this is simply to say that we cannot project children into 
a situation just to improve their reading or their arithmetic 
without its having other repercussions: these implications 
need to be carefully considered and the experience which the 
children are receiving thought of as a whole. 

A further comment which fits in with the foregoing is that 
often more is at stake than the mere backwardness in reading or 
number, Frequently, children who are retarded are first and fore- 
Most problem children, and the backwardness is simply a sign 
of a more deep-seated maladjustment. In such cages a purely 
educational approach is of little avail, and it is desirable for 
facilities for Child Guidance examination and treatment to be 
available, In many areas, selection for the remedial centre is 
done through the Child Guidance Clinic and where this is so, 
the problem presumably takes care of itself, but under other 
circumstances it would need careful watching. In any case, 
the whole question of selection needs ventilation: it needs to 
be in the hands of persons who can distinguish adequately 
between backwardness and retardation, and send to the centre 
only those children who could and should be doing better than 
they are. 

But perhaps the most important aspect of selection is in 
choosing the teachers. Remedial work can be either the cushiest 
job on earth, or one of the most difficult and exacting. It is un- 
fortunate that on a superficial view it might appear the former, 
as that could attract a flow of applicants of the wrong type. A 
Broup of eight children instead of forty appears an attractive 
Proposition: the repetitive arrangements of different BIOUpS 
misleadingly suggests that the afternoon can be similar to the 
morning and tomorrow to today, instead of preparing seven 
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or eight different lessons for each day: the lure of relative 
independence beckons those who dislike routine grind, or find 
it hard to fit in with others, or think they are a cut above the 
rest and want to be different. In sober fact, the demands on 
the remedial teacher's patience, adaptability and skill are 
heavy—I sometimes think, heavier than should be asked of 
any one person continuously and over a long period of time. 
It is no good having one pet scheme to which all the children 
must conform, but genuine individual work (as distinct from 
merely occupying the children) is no joke to prepare and 
organise for constantly changing groups. He must have high 
standards for himself and for the children, and be able to 
maintain those standards in relative isolation, apart from the 
stimulus to éffort which the busy life of a school provides, but. 
at the same time he must not be so dependent for his self- 
esteem on ‘results’ that he over-presses the children. He should 
avoid mumbo-jumbo and the glorification of his work into a? 
esoteric mystery, while at the same time he really must know 
more than the average teacher about how and why children 
learn to read, where and why they encounter difficulty, and 
how these difficulties can be overcome: in fact, the very reverse 
of the emperor's new clothes. There is no letting-up and no 
chance for relaxation, and when at last success is achieved and 
the children are ‘over the hump' they cease to attend, and their 
places are taken by others. The ordinary good teacher who takes 
an interest in his children after they have left his class, can see 
them round the school for a year or two and note their progress 

with pleasure, but this satisfaction is not always open to the 

remedial teacher, On all these counts, the danger of loss [o 

freshness and deterioration into a routine rule-of-thumb, fat 

from being less in a remedial centre than in a school, seems 

to me greater: and once this deterioration has taken place 


the whole justification for the remedial centre has gone 
Remedial work should be done excellently, 
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This mày seem an unduly pessimistic review, but it must be 
remembered that, whatever the faults of schools, they have 
stood up as institutions for a number of years. An innovation 
»May seem excellent for a short period and in a limited context; 
but its general adoption should be preceded by careful con- 
Sideresion of its implications both for the children whom it is 
intended to help and for the teachers who must implement it. 
So far the discussion has covered cases in which children 
àre removed from their ordinary premises, but now it is neces- 
Sary to consider whether they can be given help within the 
walls of their own school. R A 
The commonest and simplest methods are those where the 
school makes its own arrangements for helping those who kave 
` fallen behind. The Head may take a group of backward readers, 
9r where the school has a floating teacher her services can be 
utilised, or a supernumerary may attend for part of each day. 
It is easy to criticise the adequacy of these arrangements, and 
the lack of skill with which they are sometimes conducted, but 
their great merit lies in their flexibility and informality and in 
the Speed with which they can be applied. Long before the 
machinery of an elaborate scheme involving outside experts 
and careful selection precedures can be put into motion, some- 
thing is being done, and it will be a bad day when the time 
Comes, if it ever does, that these efforts stop. That is what was 
meant earlier about cutting at the feeling of the responsibility 
of the school for its own members. It is a fair criticism that the 
rule-of-thumb methods byewhich the children are chosen for 
these groups tend to overweight them with slow and dull 
children to the neglect of children who are retarded in that 
their attainments are passable, but still below their ability, 
but so far as they go, they aro to be welcomed. Whatever their 
limitations, they do something, and they do it without undue 
delay and they cover in total a large number of children, It is 
worth reminding ourselves that numerically this informal first 
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aid covers many more children than any other device, and on 
this ground alone it is of considerable importance. : 

Another common solution is for retarded children to be 
grouped in special ‘opportunity’ classes. Many of the issues ES 
have already been dealt with, so the discussion can be brief, in 
so far as it concerns retarded children. These classes are-either 
recruited from a pool of schools, or draw their members from 
one school alone. If the former, they are open to the general 
comments given earlier about the pros and cons of moving 
children from school to school. If the latter, the probability 
is that the so-called ‘opportunity’ class will in fact contain 
children of two widely separated types; the innately dull on 
the-one hand, and the retarded on the other. These latter MY 
be of any intelligence level from low to high, and the unfor- 
tunate teacher may find herself confronted with an exiremely 
difficult and heterogeneous collection of children, whose needs 
diverge at every turn. A dull child needs steady practice with 
a slowly increasing degree of difficulty and limited objec 
a bright but retarded child may start off with equally simple 
material until he has gained confidence but thereafter he can 
move more rapidly with a steeper gradient of difficulty am 
more stimulation. It is not easy to do justice to both groupe 
within the same class, particularly as social difficulties are 
often added to the educational ones, and the readier-tongue 
brighter children, however backward they may be from à 
school point of view, are often quick enough to perceive the 
limitations of their fellows. 

An opportunity class which consisted of retarded children 
only, would not be open to this objection, but the school would 
have to bea very large one to provide sufficient retarded children? 
from among its members, Perhaps a more useful expedient 
than a class in such a very large school might be to arrange 
remedial groups, on the lines of the Centres previously dis- 
cussed, but catering only for children from the one school. 
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These groups would meet for a short period every day, and the 
rest of the time would be spent in the usual classes. Compre- 
hensive schools might usefully provide facilities for such 
remedial work, and they would be able to avoid most of the 
difficulties mentioned earlier. A teacher who was engaged part- 
time“en class teaching and part-time with remedial groups 
could use cach as relief from the other. The dangers of stale- 
Dess and of over-concentration would be mitigated, and he 
would have the incentive of watching the continued progress 
of his ‘remedial’ children after they had left his care. An im- 
mensely valuable sideline would be the effective interplay 
between the teacher and his colleagues, an interplay which 
1$ so much harder to achieve for the remedial teacher who is 
àn outsider and is seen only occasionally, and in any case with- 
Out his materials and apparatus. To drop into a room just 
along the corridor from one's own to see what materials Miss 
A is using and how she goes about it is much easier and more 
effective than to go by invitation to a centre at some distance 
to see what one feels may be a put-on exhibition. In this way 
the fertilising influence of a really good remedial teacher may 
be felt more strongly than could ever be the case were she 
Working in isolation. Differences of approach can be discussed 
on the spot, and misunderstandings obviated. It seems to me 
that there is considerable scope for experiment in remedial 
Broups in large secondary modern and comprehensive schools. 
Where it is provided as part of the ordinary internal workings 
of the school, many of the difficulties and objections mentioned 


earlier would no longer apply. 
It is obvious, however, that this expedient would apply only 


in really big schools where numbers are great enough to occupy 
a skilled teacher for say halfsof his time. The final suggestion 
to be discussed concerns the use of a peripatetic remedial 
teacher among a number of smaller schools. For the suggestion, 
it is argued that more effective use can be made of a skilled 
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person by dividing his services among a number of schools 
than by employing him full-time in one school where inevit- 
ably he would spend most of his time on other dutics. (The 
assumption here that such diversion is undesirable could I 
think be challenged, but let it pass for the time being.) The 
first question that needs to be asked is: would his function be 
that of an organiser or of a teacher? If an organiser, helping 
and advising the teachers who are actually working with the 
children, valuable as his suggestions might be, there would 
still be need to define his position vis-a-vis not only the teachers, 
but the Heads, and there might be possibilities of friction and 
misunderstanding. If he were used in each school actually to 
teach the children, there is less likelihood of misunderstanding, 
but more of overworking him. Materials and apparatus would 
need to be duplicated in each of his schools, and by the nature 
of things his time in each would be limited, and so the pos- 
sibility of alternating with a different kind of teaching and thus 
giving him relief would be remote. At the same time it is fair 
to say that the graver disadvantages of isolation would be 
avoided, while the full benefits of dovetailing his activities 
with those of the other teachers would be lost, for it is difficult 
to work in a school without belonging to it. It seems that this 
would be a halfway house between the separate centre and the 
plan here advocated of integrating remedial work into the 
ordinary pattern of one school. A. more useful compromise 


might be to challenge the assumption that the most efficient 
use of his time was to divide him 
.different schools, and to ar 
schools could employ a ma 


up between a number of 
gue that while only the largest of 
n as much a half-time on remedial 
work, yet a full-time appointment in a moderate-sized school 
could be justified if the major par? of his time w. 
working with the C streams on the lines ad 
together with a small amount of remedial wo 
the same teacher would be resporisible for wo 


as spent, say, 10 
vocated earlier, 
rk. In that case, 


rk both with the 
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dull and with the retarded within the one school, rather than 
splitting it vertically and having one arrangement (shared 
with other schools) for retarded children, and another totally 
different scheme for the C and D streams, This seems to be a 
neater and more easily workable plan. 

Tò summarise, in the short run there may be need for 
remedial centres to deal with the backlog of children whose 
educational difficulties have accumulated for years, but a more 
hopeful long-term programme would be to improve facilities 
within the schools themselves, so that some difficulties are 
Prevented altogether, and the .others that arise can be dealt 
with more quickly. It must be remembered also that though im- 
Proved educational measures can prevent much of the rcta2da- 
ton, some of it is a hard-core manifestation of emotional 
maladjustment, needing much more radical treatment. By 
Improving facilities’ therefore I mean not only smaller classes, 
but arrangements for in-service training with a view to helping 
those Head Teachers who have the responsibility of arranging 
those informal groupings which I called first aid, and also 
closer liaison with the Child Guidance Clinics. Authorities 
which worked on those lines would have little that was spec- 
tacular to show, but the results might none the less be sound. 
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A Note on the Training of Teachers 


o schemes, however excellent, work by themselves, and 

their effectiveness in practice depends on the quality 

of the people who carry them out. To provide an edu- : 
cation suited to the age, aptitude and ability of every child is 
a stirring idea, but it can be translated into reality only by the 
teachers. Backward children, even more than others, depen 
on their teachers for help and guidance, and form a challenge 
to their skill and ingenuity, for while an average or bright 
Child can make progress even if the quality of the teaching he 
receives is not very good, a dull child is more likely to be bogged 
down in his own incomprchension unless his teacher can rescue 
him. This means that the technical equipment of the teacher 
must be sound, for example with regard to the teaching of 
reading. But in the first instance the dull child is likely to be 
taught by a teacher who is in no sense a specialist in the 
handling of backward children, but who simply has a number 
of backward children in his class. The first line of defence, then, 
is in the ordinary class teacher and in the equipment which 
he receives in his initial training; and only later does more 
specialised training fall to be considered. 

Initial Training. A very common complaint of some Head 
"Teachers is that their assistants, unless they were trained for 
infants, have no idea how to teach the basic subjects and in 
particular the early stages of reading. Several factors have 
combined in recent years to intensify this complaint. One is 
the increasing tendency of women’s colleges to provide separate 
courses for nursery teachers, infant teachers, 
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Nur Dor esce and secondary modern teachers, 
M aller colleges of the past provided perhaps only 
courses, with an overlap in the middle, one taking the 
years from five to eleven, and the other the years from nine 
E cree Although the students are expected to learn about 
BC€"groups other than their own, and how their chosen age 
, Broup fits into the general pattern of child development, there 
may be rather a temptation for a student to consider herself 
a teacher of ‘older juniors’, or even of ‘nine-year-olds’—nothing 
more and nothing less. Similarly with the men's colleges except 
that they always tended to emphasise work with older children. 
The difficulty came when the students left college, and many 
of them perforce had to be given classes of an age othersthan 
those for which they were trained. Especially in 9. years after 
the war, when the ‘bulge’ came into the infant schools, the 
demand was particularly for more and more infant teachers, 
and so the displacement was usually a downward one. This 
Ineant that many young teachers, both men and women, were 
being given classes of children younger than they had bar- 
gained, or indeed trained, for, and difficulties in the teaching 
of reading became especially evident. To some extent the 
passage of time will ease this particular difficulty, as the ‘bulge’ 
Moves up the schools and the demand becomes more for 
teachers of older children—it is often felt that it is casier for 
teachers to move up than to move down—but there are always 
likely to be some teachers who are displaced and at a loss. 
Secondly, there is often some confusion in students’ minds 
between teaching and learning. At a time when emphasis is 
placed in the colleges on the need for the child to wish actively 
to learn, the part of the teacher in providing the conditions 
within which the child can-make progress is sometimes under- 
estimated, and a student may interpret ‘don’t cram’ as mean- 
ing ‘don’t teach’. He may think that since a child learns at his 
own pace and in his own time, it is unnecessary to teach him, 
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as he will 'pick it up' (blessed phrase) when he is ready for it 
Now certainly the importance of motivation in learning to rea& 
is great, as is evidenced by striking results reported of children 
in camps and boarding schools when they need to read their 
parents' letters, but it is not the only factor. After all, reading 
isan artificial activity in a sense in which climbing and jumping 
are not, and maturation alone cannot givea child a key to the 
conventional meaning of black marks on paper: he needs 
also properly graded experiences of the meaning of these 
symbols, and it is part of the teacher’s skill to provide these 
experiences in an orderly and controlled sequence. If the 
teacher does not do this, either because he docs not know how 
to, or, because he thinks it is ‘wrong’ to teach, many children 
will nevertheless succeed in ‘picking it up’, but others will be 
more backward than they need have been. 2 

Thirdly, the postponement of formal instruction until 
children are sufficiently mature means that reading is DO 
longer expected to be completed and done with before the 4 
children leave the infant school. Junior Head Teachers find 
that a sizeable minority of children now come to them unable 
to read, and while their subsequent progress may well be all 
the faster because they have not been pushed and chivvied 
into ‘barking at print’ before they were ready for it, this i$ 
only so provided that the junior teachers are willing and able 
to teach them. There is therefore a much greater need than 
there was formerly for junior teachers to be able to teach 
reading and this need is not confined to those who work with 
backward classes. 

Fourthly, reorganisation has brought together into the 
secondary modern schools large numbers of children, some of 
whom are bound to be backward, ard at the same time cut them 
off, so to speak, from their hinterland. In an all-age school the 
men and women who taught the older children might overlook 
one or two who could barely read,:but if they did not, there 
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Mere available in the lower classes to whom recourse 
d be made: the traditional belief that the teaching of 
reading was an infant teacher's job, or a woman's job rather 
than a man's, need not be questioned. But now, secondary 
M dern teachers, both men and women, find that this com- 
© table assumption no longer holds. On the whole, the men 
are in a more difficult position than the women, for a woman. 
even. if she trained only for seniors, is likely to have seen some- 
thing of the activities of the other students in her college who 
elc training for infants; the fecling that teaching reading 
"m a task for women dies hard; and backwardness in reading 
is in any case commoner among boys than among girls. 
For all these reasons, the Heads of boys’ schools are panticu- 
larly anxious about the position, and men’s colleges are now 
beginning to alter their traditional attitude to the teaching of 
reading. 
There is therefore much to be said for the introduction into 
- the initial period of training of a gencral course in methods 
of teaching rcading, certainly for all who intend to be teachers 
of juniors and advisably for secondary modern teachers also,* 
for even those with a strong specialist subject have often to do 
Some form teaching as well and in any case there is no 
guarantee that they will not at some time need to teach 
younger children. The course need not be detailed, but it 
Should include some practical experience in the making and 
use of apparatus, acquaintance with the general principles of 
the main recognised approaches, and knowledge of some com- 
monly used reading series, together with the teacher's hand- 
books that go with them. It is preferable that it should be 
approached by way of the younger normal child, rather than 


hat all Who will be likely to teach in junior or 
ols should have some acquaintance with methods 
of reading, and with the kind of modi- 
he methods for older pupils.’ Ministry 
g Ability, p. 26. 


!'Jt is suggested t 
Secondary modern scho 
used for teaching the beginnings 
fication necessary for adapting t 
of Education Pamphlet No. 18, Readin, 
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by way of the backward older one, whose position is often com- 
plicated and criss-crossed by additional difficulties. Even though: 
the latter may seem easier to introduce as being nearer to the 
students’ avowed interest in older children, the additional 
difficulties cannot properly be tackled on account of the 
students’ own inexperience and lack of comparative standards, 
and for that reason are best avoided. If in his later experience 
he needs to adapt the methods he has met to the requirements 
of older children, he is more likely to make the adaptation 
successfully when he really has a particular group in mind 
whose needs he knows, than if he tries to do it all in one go a 
the training college stage, when his knowledge of the children $ 
needs is purely hypothetical. For similar reasons the books 
recommended should be general rather than detailed—for 
example, Schonell’s Psychology and Teaching of Reading; 
rather than his Backwardness in the Basic Subjects. One can 
sometimes see young teachers struggling with the intricacies 
of a full scale diagnosis, the details of which are completely " 
beyond them, when what the majority of the children want 1$ 
some straightforward help and a reading book that is casy 
enough for them. (These remarks do not suffice, of course? 
for the minority of really difficult children, nor for the minority 
of teachers who wish to make helping them their main pre- 
occupation.) In general, it is a good rule that the simplest 
methods should be tried first, and only if these fail, to invoke 
more complicated procedures. But it is one thing for a teacher, 
faced with an actual case of a child or children in whom he 
has become interested, to set himself to learn what other more 
specialised procedures are available, and it is quite another if 
a group of students are simply thrown into the deep end with 
no means of distinguishing what are the common and what are 
the much rarer causes of difficulty. In other words, the basic 
course should be on ‘How Children Learn to Read', and not 
on “Backward Readers’, which is quite a different matter. 
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It is sometimes possible for training college students to take 
p small group of children for practice in reading, and to give 
simple coaching. In doing this they help the children and the 
teacher, and gain useful experience themselves. The condition 
of success is, that it should be kept at a simple level, and not 
alowed to be inflated into something much more pretentious, 
. either in the minds of the students or in those who organise 
the programme. It is misleading to describe it as ‘remedial 
reading’, or as ‘diagnostic teaching’ when in fact it is just plain 
coaching, and not very skilled coaching at that.! This is not 
to say that it may not be quite useful within its limits, as long 
as all concerned are quite clear as to what these limits-are. 

I have dealt at length with the example of the teaching of 
reading, as it is a key subject, and it is usually tlie one chiefly 
involved when Head Teachers comment on the shortcomings 
of their new assistants, but similar remarks apply to the 
teacher’s equipment in basic arithmetic. Turning now from the 
technical armoury of the teacher to his general orientation, 
as it is dealt with in psychology lectures, I would say that it is 
much more important for him to have a firm framework of 
ordinary child development than to go into detail over extreme 
deviations. If the main emphasis is placed on the surprisingly 
wide range of behaviour and interests that is compatible with 
normal development, and if backwardness is treated as a natural 
and necessary concomitant of the curve of distribution—for 
if children vary from an average, there must be some below 
that average as well as others above it—it takes its place in 
the scheme of things. Far from being an abnormality, it is 
only to be expected that each class should contain some back- 
ward children, and this knowledge can be very helpful to 
young teachers in removing fear and guilt. Once they are 


1 Similar caution is necessary if training college students attend a 
Child Guidance Clinic and help with play groups: what they are doing 
is not play therapy and should not be so called. 


165 


6 q 
€ 


THE SLOW LEARNER 


re-assured that it is not a shortcoming in them that the back- 
ward children are as they are, and that nobody expects them 
to achieve a comparable standard from all the children, they 
are more likely to feel free enough to wish to help such children 
without defensiveness and without over-anxiety. To wish to 
help—that is the first stage on the road that leads to provicifig 
effective support, and although it may be some time before 
the student is skilled enough to do this, yet without the wish - 
there would be no incentive to learn, but rather repression and 
denial as in the case of Head Teacher F in an earlier chapter. 
Ihave been struck by the frequency with which teachers at all 
levels seek to deny that any of their pupils can fail (unless 
indegd they are pupils whom they have rejected), no doubt 
Because thaf'failure is subconsciously conceived as striking à 
blow at their own competence. Perhaps in the last analysis the 
root cause of the unpopularity of teaching backward children 
is that it can undermine the teacher's confidence in himself 
and the efficacy of his methods unless he is either quite insen- 
sitive or unusually firmly grounded in his integrity. Possibly 
that is one reason why teachers of backward children tend to 
be either very bad or very good—the average ones are more 
likely to choose to work with children whose achievements can 
buttress their self-respect. It takes a good teacher to accept 
the challenge to his skill which backward children present, 
but at the same time a poor teacher who works with them is 
tempted to use their backwardness as an excuse for bis own 
low standards. 

I do not wish to suggest that all that is required to remove 
this repression of failure is knowledge of the normal curve of 
distributions(!) since obviously the root causes lie elsewhere. 
But at least one can hope that sensible factual knowledge of this 
kind can be helpful to a student in forming his basic attitudes, 
particularly if it is linked with a general philosophy of edu- 
cation which stresses the importance of each individual, even 
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if he is handicapped (‘are not two sparrows sold for a farthing?’) 
One should add that he is more likely to incorporate such ideas 
into his own attitudes if he sees that those who teach him are 
: not themselves unduly defensive about rather weak students. 
It may seem rather far-fetched to suggest that those who are 
ré&ponsible for the guidance of students may do more in the 
long run to help them accept the necessity for individual 
variation if they are themselves prepared to expect and allow 
for individual variation, than by the most detailed discussion 
of the causes of backwardness, but I believe it to be true. 
Elaborate discussions of the causes of backwardness at the 
training college stage are all right as far as they go, but (1) they 
are often rather unreal problems to the student, (2) they may 
cause revulsion rather than interest, or a morbid interest, (3) 
they leave his root attitudes untouched. More genuine and 
lasting interest comes, if it comes at all, with greater maturity, 
and real experience of the conditions, I believe a safer way in 
the training colleges is to stress that individual differences 
imply differing educational expectations, without going into 
detailed specifications. 

A point of view rather different from the one adopted here 
has been set out by Mr L. W. Downes in a symposium on 
teacher training in The Bulletin of Education (May 1953) to 
which he and I contributed.1 He advocates a course in the 
teaching of backward children as part of the initial training 
of students, and describes one with which he is associated and 

ich he wrote was taken by a sizeable 
of his second year men. With much 
of what he says regarding the necessity of extending the scope 
of the education course so that it includes instruction in reading 
method I entirely agree, but it then seems to me that he reaches 


o Mr Downes and to the Editor of the Bulletin (now 
for Teaching) for permission to use material from 


which in the year of wh 
proportion (4o per cent) 
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wrong conclusions because he confuses the initial teaching of 
reading with backwardness in reading. It is highly desirable 
that men's colleges should encourage their students to learn 
how to help children to read, as a normal basic skill; but 
a detailed study of backwardness in reading is much more 
questionable. e 
Secondly, when from the mechanics of reading he moves 
on to the general content of his Backwardness course, some of 
his inclusions could be criticised as being too detailed and too 
specialised for the majority of beginner teachers. A student who 
has no standards of comparison to guide him is as unready to 
venture into this field as a dulf five-year-old is to start formal 
reading. We condemn a student who gives unsuitable materials 
to the childfen: but it is important for all of us concerned in 
the training of teachers to make sure that we are not open to 
the same criticism at a different level, if we attempt to cram 
Students with detailed specialities for which they are not yet 
ready. It is tempting to pack yet more and more into the educa- 
tion course arguing ‘they will need to know this at some future 
time’, but it is the present stage of development alone which is 
accessible to the educator, He builds for the future by giving 
only what the learner (child or student) is ready for and can 
assimilate now. Maturation and experience will deepen the 
learner’s understanding, and then he can go further, but only 
if there is a solid foundation of assimilated material on which 
to build. I would myself prefer the much slower, but probably 
safer method, of using the initial training period to gain a 
good grasp of normal child development and of the wide varia- 
bility which is consonant with normality, and treat backward- 
ness only incidentally. It is much less striking, but there is 
less risk of superficial learning and hasty generalisation, and 
students losing their way in too much complexity of detail. 
Thirdly, Mr Downes argues that since students are in fact, 
however undesirably, often given.C classes when they leave 
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college, it is well to recognise that fact and prepare them for 
1t. This argument sounds more reasonable than it is, because 
if the practice is not defensible, it is foolish to connive at its 
continuance—rather what is wanted is a firm stand against 
it, above all from the training colleges. 

-Let us see how it works out in practice. Miss Evans is twenty 
and has just got her teaching certificate and this is her first 
post. The backward class she is given would try to the full 
the skill and patience of a more experienced teacher. Miss 
Evans has neither the personal maturity, the confidence in 
class management; the teaching skill nor the command of 
technique required. She does her best, but at the end of a year 
she thankfully relinquishes her class, which is taken over by the 
latest recruit, who will be disillusioned in his turn. That class 
remains a searing memory to Miss Evans and she has no wish 
to repeat the experience. Three years later when she could have 
coped with it successfully, she is offered a backward class and 
refuses it. She has ‘had it’—and incidentally so has the 
Headmaster, perhaps not undeservedly. I know that I could 
not have handled a backward class successfully at that stage 
myself and if we are honest that is probably true of most of 
us. This short-sighted policy of some Head Teachers is largely 
responsible for the unwillingness of experienced teachers to 
take backward classes, for it becomes part of their pattern of 
accepted beliefs that prestige and experience are associated 
with ‘promotion’ to a brighter class. So a vicious circle is set 
up, as the children become more and more troublesome under 
inexperienced handling and as the years pass with their 
genuine difficulties of learning unresolved, and as the younger 
teachers assimilate the rejection of those who can’t succeed 
which they see among their elders. 

A clear lead from the Lc cal Authorities to bring this prac- 
tice to an end is what is wanted, not half-hearted compromises 
with it. After all, the Local Authorities have power to super- 
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vise and guide probationer teachers as well as to centrol the 
staffing of schools, and it is difficult to believe that these powers 
are taken seriously if glaringly bad placements by individual 
Heads continue unchecked. But although the major responsi- 
bility rests with the Authorities, those concerned with the 
training of teachers can do much by loud and repeated protests 
to raise informed opinion against the practice, To set up à 
course on backwardness to meet a need which should not be 
encouraged to continue seems short-sighted. 

I have suggested that the present system of ‘the weakest 
to the wall’ ends in the perpetuation of undesirable attitudes 
to backwardness, among many;teachers in many schools, and 
it would seem preferable policy for training colleges to con- 
centrate ongthree objectives. Starting with the most easily 
attainable, and gradually widening, they are as follows: (1) 
Students should be given adequate grounding in methods of 
teaching the basic subjects. (2) Great importance should be 
attached to the formation of an attitude of sympathetic accep- 
tance of individual differences. This lies: at the root of all 
desirable attitudes to backwardness, and in the last resort 15 
the only way in which the undesirable attitudes can be routed. 
(3) A campaign to educate public opinion in the schools and 
education offices against the undesirability of handing the 
most difficult classes to the least experienced teachers. 

In-Service Training. It is both easier and harder to discuss 
questions of backwardness with a group of experienced 
teachers than it is with young students—easier because there 
is more knowledge based on experience, harder because the 
acquired attitudes of the teacher have often hardened. The 
first point is obvious, but the second is not always given 23 
much recognition as it deserves, yet the teacher's attitude is 
basic to any real consideration, par ticularly where re-education 
is concerned. I have suggested that the climate of opinion in 
many schools is unfavourable to the development of a sym- 
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pathetic “attitude to backward children, partly for reasons of 


iraditional prestige, but not wholly on that account—below 
the ‘social’ unpopularity of the backward class, it is probable 
that there is a deeper sub-stratum of rejection which is rooted 
ae the individual teacher’s need to be reassured that he is 
valuable and competent. So the psychological component, the 
basic insecurity, reinforces the social value system and provides 


“much of its resistance to change. It would be theoretically 


possible to map out the various influences which have been at 
work in determining the full-grown attitude of each teacher— 
his early upbringing, his own successes and failures, and 
whether these led to defensifeness or sympathy; what was 
taught him in his training course; what was taught him, less 
formally but perhaps more surely, by the collective judgments 
of the other teachers in the various schools in which he 
worked—but such an undertaking would hardly commend 
itself as being practicable to a Local Authority which wanted 
to provide a short evening course on backwardness for its 
teachers. To go to the other extreme, it would be quite prac- 


ticable for an Authority to arrange such a course, concentrat- 
a discussion of techniques and leaving out of 
hers attending. It would be 
t is it useful? 


ing entirely on 
account the attitudes of the teac 
quite practicable (and is indeed common), bu t 
A workable compromise would appear to be that the discussion 
of techniques should indeed occur, but in a context which 
related them to the attitudes and needs of both teachers and 
children; and that those responsible for conducting the course 
should bear in mind that the best methods will fail, not only 
if they do not appeal to the children, but also if they do not 
appeal to the teachers. In other words, what is needed is not 
only the dissemination of information regarding useful ways 
of helping backward childréb, desirable and necessary though 
that is; to be fully effective it is important that the teachers’ 
attitudes should be favourable, for knowledge of the means of 
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helping is more likely to be utilised by those who wañit to help 
backward children. 

What I am suggesting is that direct attacks by the provision 
of courses on an unpopular problem like backwardness wil : 
have only a limited success unless they are accompanied by 
indirect measures on the part of the Authority to overcoriie 
that unpopularity, for example: 

1. Giving the young teacher a fair deal in his first appoint- 
ment. This has already been discussed, and will not be re- 
peated here, except to say that I believe it to be one of the 
most important causes of bad attitudes later. If that could be 
cut away at the root, the battle against the unpopularity of 
backwardness might well be half won. 

2. Stressifig the social importance of the task. As long as 
people think only in terms of teaching the three R’s at an 
abnormally slow pace, it is not surprising that it sounds very 
dull! But if it is thought of in its context as a form of social 
service, as salvaging a child who needs special help to OYCES 
come his handicaps both inherent and environmental, it is 
as meritorious as, and much more difficult than, helping 
normal child to develop his powers. This would, however, 
imply that the goals of schools should be wider than just 
scholastic results, and this in its turn implies that Authorities 
should set the tone in this respect. 

3. Increasing the prestige of those who teach backward 
children. It is hoped that one of the effects of instituting long 
courses for experienced senior teachers leading to University 
Diplomas in the teaching of subnormal and other handicapped 
children will be to increase the regard in which teachers of 
backward children are held. But such courses are few and of 
their nature can be attended by only a limited number of 
teachers, though by acting as a leaven, it is hoped that these 
teachers can exert an influence out of proportion to their 
numbers, Another method of increasing prestige is to stress 
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that pos® in special education are given to teachers of high 
professional standing. For instance, a small Authority with one 
special E.S.N. school has over a number of years insisted that 
only successful teachers shall be considered for appointment 
there, and in consequence it is considered an honour to be 
selected to teach educationally subnormal children. This is 
excellent if it can be done, but it is not always feasible, par- 


` ticularly if an Authority has a large number of posts to fill and 


the market is poor. Turning from special schools to ordinary 
schools, the position becomes even more difficult. One ex- 
pedient is to emphasise the ‘special-ness’ of certain posts, for 
example in transfer classes. This has been successful up to 
a point, and I think it is fair to say that such classes are,now 
usually well regarded, but the trouble is that ‘there is not 
much carry-over from them to the D streams, and it is these 
which form the hard core of the problem of prestige. 

4. Similar remarks apply to the question of providing good 
working conditions, It is one thing to see that conditions are 
attractive in a few special cases, but quite another to ensure 
that all who work with backward children have reasonably 
good facilities—but it is this latter which will be the touch- 
stone of the final effectiveness of the Authority's policy. 

It would be over-optimistic to hope that these measures 
can be put into effect immediately, or that if they were, they 
would result in a sudden improvement in the general climate 
of opinion among teachers. Attitudes that have been built up 
over the years change slowly, and we are suffering from decades 
of considering scholastic results only, and of thinking that 
backward children can be taught by the youngest teachers, 
or by those who, though older, are unsuccessful, using what- 
ever equipment and books are left over when the other classes 
have had their pick. Nevertheless, it is only by reversing them 
in the policy of Authorities, that the effects in improved atti- 
tudes will gradually be felt. On this as a basis, plans can be 
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made for in-service training. This is much easier to talk about, 
as it is more direct and of obvious utility, but the imponder; 
ables which we have been discussing are a prerequisite for any 
real attack on the problem. They may have sounded vague, 
but I believe them to be important. 
. We turn now to the content of short evening courses ón 
backwardness for serving teachers, such as might be arranged 
by a Local Authority, or by the extra-mural department of a 
University and attended by teachers whose interest in back- 
ward children may be very deep, or may be rather slight. At 
this stage a number of topics, which could not well be included 
in the initial training course on account of the inexperience 
of the students, can appropriately be discussed—details of 
organisation and management in a class which contains à 
wide range of ability and attainment, the rclation between 
backwardness and delinquency and other forms of social 
failure, problems of motivating slow and dull children, methods 
of assessment and diagnosis (including particularly how to 
deal with the problems after they have been diagnosed), legal 
and social aspects, co-operation with other persons outside the 
school whose services it may be useful to know of and to call 
on, and so on. On each of these topics the teachers attending 
will be able to offer opinions based on their experience, and 
the main function of the course is to systematise and refine 
those opinions by linking them with what may be regarded as 
known facts—legislation, psychological data, the results of 
previous educational experiments, the advantages and draw- 
backs of various teaching methods, and so forth. It is important 
that the treatment of all topics should be practical and attuned 
to classroom conditions, and not deal merely in general state- 
ments, or in enunciating ideals which are unlikely to be 
realised : similarly, details of testing techniques should not 
be overweighted. Discussion of individual children can be 
utilised to serve two valuable functions: on the one hand it 
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drives h8me in the most convincing of all ways the fact of 
andividual differences, and the complexity of the issues involved 
in each case, so that snap generalisations are not possible, At 
^ the same time, it helps the teacher to identify himself with the 
particular child whose circumstances he is setting out, so that 
he presents the material from the child’s point of view and 
almost insensibly comes to ask himself ‘How would 7 like it 
j if this happened to me?’ and this can be valuable in enlarging 
his sympathies, particularly if, as often happens, he chooses a 
child whom he was inclined to reject on account of unaccept- 
able habits or behaviour. To see things’ from the child’s point 
of view—in a sense it may be said that this is the goal of the 
course, for even if the course is too short for much factual 
information and knowledge to be purveyed, it his achieved a 
great deal if this is one of its results. A change of focus, an 
accession of interest, an increased readiness to see backward 
children as individuals—these work from within outwards, 
and are perhaps more likely to carry over into the teacher's 
dealings with his class than a mass of external information. 
This is not to say that information is not of value, but it is best 
to keep it fairly straightforward and to avoid superior-sounding 
polysyllables such as ‘constitutional inferior’, ‘a bad case of 
alexia’, ‘congenital auditory imperception’, ‘hereditary taint’, 
and the like. These are superficially impressive, but they don’t 
really help us to deal with Tommy, and what is worse, they 
increase our emotional distance from him. At the same time, 
information regarding methods and techniques of teaching 
is needed, but here again emphasis should be placed on the 
simplest expedients first. As was suggested. in the previous 
chapter, there is a danger at the present time of teachers be- 
coming too tentative in their approach to children wae are 
basically normal, though Backward, because they have heard 
of’ so many alarming complications that they are almost afraid 
to teach them. A short course should be reassuring to the 
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teachers who attend it in the sense that it limits thé number 
of possibilities raised to those which they are most likely to 
meet and be able to deal with, at the same time making it 
clear that there are exceptional difficulties which require ex- 
ceptional measures that are beyond their competence, and that 
the sensible thing in such cases is to refer the matter promptly 
to the appropriate Authority. This seems to be a wiser plan 
than to attempt to cover in an inevitably superficial manner, 
a large number of unlikely eventualities, for the plain fact i5 
that if the teachers are confused and unsure what they can do 
safely, they are very likely to end by doing nothing. It is most 
important to build up the teachers’ confidence in the children, 
and jn their own ability to handle them successfully, for 1n- 
secure teachtrs are unlikely to be able to give cffective help. 
(In passing, it has been said that just as parents have been 
made insecure by vague talk of untold damage to their off- 
spring, so teachers are similarly being affected, There may VEA 
well be something in this.) Whatever else can or cannot properly 
be expected at the end of a short course, at least those who 
have attended should fecl more and not less confident of their 
ability to meet the children's need. Confidence, of course, 15 
not the same thing as cocksureness, which is never appropriate, 
however lengthy the training. i 

Finally, more specialised training is necessary for those 
who seriously desire to make work with subnormal children 
their career. The Report of the National Advisory Council on 
the "Training of Teachers! makes this clear, and recommends 
appropriate measures as to courses, qualifications, and so forth. 
To meet the need, full-time courses have been set up at à 
number of Universities and others are planned. It is casiest to 
write of what one knows personally, and so I will give a short 
account of the content and aims of the London course, which 
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was started in 1950 at the request of the Local Education 
Authorities within the Area Training Organisation, who were 
perturbed by the problems presented by backwardness within 
* their special and ordinary schools. 
à The teachers who come to the course are persons of some 
standing and seniority. They are not accepted with less than 
: five years' experience and in fact most of them have had much 
more than this minimum, preferably with normal as well as 
with subnormal children and with different age-groups. About 
half are teaching in E.S.N. schools and the remainder come 
from other types .of special schools where backwardness is a 
problem and from infant, junior and secondary modern 
schools. Nearly all are seconded by their Authority op full 
salary: this means that mature men and womer? with family 
responsibilities are enabled to come, and it also means that 
Local Authorities, faced with a considerable outlay for each 
selected teacher, for the most part select very carefully those 
whom they recommend for admission.' 
Considerations of selection seem to me of fundamental 
importance in this kind of course. As it was the first one-year 
course at University level to be started in England, and as it 
leads to a University Diploma, there are many more applicants 
than there are places. Since it could never conceivably cover 
every teacher in E.S.N. schools, and still less those who are 
dealing with educationally subnormal children in ordinary 
schools, we feel that the most beneficial way of using the places 
on the course is to select those who are capable themselves in 
their turn of acting as leaders. We try to choose teachers who 
will not only do good work themselves on their return to the 
schools, but who will be able to help other teachers in their 
district and who are sufficiently senior for their opinions and 
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practices to carry weight. The average age is in ‘the later 
thirties, but ranges up to fifty, and very few come younger. 
than thirty. On the whole, the older ones are the most success- 
ful, for a younger teacher, however ‘bright’, cannot compete 
with a good older person in depth and variety of experience. 
They show much greater resilience and willingness to learn 
than one might have expected from a mature group, and some — 
of them have been of high calibre, both as regards character 
and performance. There has been evident among them what 
I can best describe as informed idealism—practical, steady, 
and emotionally adult as distinct from merely vague and well- 
meaning—and indeed, those who deliberately and of set choice 
take dip and remain in work which most teachers regard as 
unattractivecàre likely to have well-tried convictions. For what 
it is worth, my impression on following them up is that many 
of them continue to develop not only while they are at the 
Institute of Education, but also after they have returned to 
their schools. 

In planning the content of the course, an effort was made 
to combine theoretical study at University level with a close 
and continuing linkage with the schools, so that a teacher's 
reading is never divorced from a practical context. During the 
first two terms, theory and practice go forward together, and 
the third term consists of eight weeks of continuous teaching; 
followed by a concluding period back at the Institute, and 
ending in the Diploma examination. For convenience, the 
various topics will be described in the following order—practical 
work (visits: sessional work in schools: surveys: continuous 
teaching practice) and theoretical studies, as long as it is 
realised that these are not carried on separately but side by 
side (except for school practice). 

1. Visits to schools and other social institutions and ancil- 
lary services take place once a week for the first two terms. It 
is worth stressing that visiting is one of the most potent means 
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by which experienced teachers learn. They have the back- 
ground of knowledge to make use of visits in a way which is 
impossible for a beginning student, and whereas teachers 
normally spend all their time shut up between four walls of 
one building, a training course enables them to compare and 
contrast, and form standards of criticism and judgment by 
which, when they return to their own school, they can see 
' whether it stands up well or badly to the norm of those they 
have seen. But it would be a waste of opportunity if visits were 
confined only to schools, and schools of the type to which they 
are accustomed. So the programme begins with general visits 
designed to increase the teacher's knowledge of various facets 
of the educational system, for instance, schools and nurseries 
for young normal children (knowledge of whose Inethods can 
be so useful in teaching the educationally subnormal), various 
types of special schools (other than those for the educationally 
subnormal), clinics and social provisions for leisure, for voca- 
tional advice, for welfare. The second term's visits are entirely 
concerned with E.S.N. schools and classes, and the perspective 
of the first term's general visits is helpful in evaluating the 
work of the E.S.N. schools, and in bringing home to the teachers 
the interdependence of their work with that of other welfare 
services. 

2. Another session each weck is taken up with practical 
work, mainly in primary schools, in the assessment, diagnosis, 
and treatment of educational disabilities, with particular 
emphasis on remedial techniques in reading. Each teacher 
is attached to one school for the whole of the first two terms 
and works there with particularly backward children. 

3. Surveys. Lectures on legal aspects of, for instance, reports 
to the Mental Deficiency Committee are all very well, but they 
need to be supplemented by a knowledge of how things work 
in practice in one's own area, and so each teacher makes a 
simple survey of his own district. While the main emphasis 
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of such a survey is on educational provision in special schools 
and ordinary schools, many teachers widen the scope of their 
survey and include such topics as the provision of leisure 
activities for backward adolescents; facilities for the welfare 
and after-care of handicapped pupils; the extent and local 
handling of delinquency; mechanisms for vocational place- 
ment, etc. The value of the surveys is not simply that the 
teachers learn what services exist, but that they meet the people 
who administer them, with a consequent gain in understand- 
ing and readiness for co-operation. ; 

4. A continuous period of teaching may on the face of it 
seem rather odd for teachers as experienced as these m 
Surely, it will be said, they do not need ‘school practice’ which 
savours ratliér of the young raw beginner? But, in fact, it is a 
most valuable part of the course. During the eight weeks the 
teacher can put into practice the ideas which he has gained 
from his reading, by discussion with other teachers, through 
his study of remedial techniques, and from his visits, without 
the responsibility that a teacher in his own school is bound to 
feel limiting his freedom to experiment. It also affords an 
opportunity for him to widen his experience by teaching 1n 4 
type of school that is new to him, for instance by taking a back- 
ward class in an approved school, or by a short period of 1 
dential work, without feeling that he is committed to remam 
there. 

In considering the theoretical studies, it must be remem- 
bered that the training of mature persons differs from that of 
young students since greater emphasis will be placed on the 
testing of principles in the light of their own experience and 
less on the mechanical acquisition of theoretical knowledge. 
So, the teachers are required to think as well as read, and to 
assimilate matter which is meaningful to them through their 
previous knowledge, rather than to acquire isolated pieces of 
information. It is quite obvious tharany course of training will 
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concern “itself with specialised techniques for teaching the 
abasic subjects, but it is important that it should not stop there, 
but should place them within a wider context. The teachers 
must reccive sufficient physical and psychological information 
for them to understand the causes of the child’s disability and 
the treatment which it is receiving (where this is appropriate) 
$ and the effect of his handicap on him as a person. From a 
study of the child in his natural environment and habitat, 
the teachers learn always to think of schooling as a stage in 
the process of growth and not simply as a matter of curricula. 
Thus on the one hand, the teachers are gaining a wider view- 
point from which to regard their work, but at the same time 
they are kept down to earth by practical work with children, 
and by detailed study of remedial techniques, so that any 
tendency towards merely theoretical learning is counteracted. 
We find that the teachers learn a great deal from each 
other, as the mere bringing together of a number of teachers 
from different areas, with experience of different ages of 
children under different Authorities and in different sorts of 
schools, is itself a most broadening influence. Set lectures tend 
to be replaced by discussions in which information can be 
pooled, and I think it is fair to say that teachers gain from 
the course in proportion to what they are prepared or able 
to contribute to it. z 
It must be remembered that this and other long courses 
start with the great advantage that their members are in no 
doubt about their desire to work with backward children, and 
it would be unwise to generalise too widely from them, but at 
least it can be said with confidence that older teachers who 
wish to learn can make excellent learners. Aot ` 
How effective any of this will turn out to be, itis impossible 
to say at present. One can be more optimistic with regard to 
the future of special ESN. schools which are (relatively) few 
in number and which are caviably untrammelled by considera- 
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tions from which the ordinary schools can never (and should 
never) entirely free themselves, so that they can develop in 
their own way. But when one turns to the prospects of special 
educational treatment in the ordinary schools, one is liable to 
be assailed by doubts. The numbers are so great that the 
problem seems intractable. Of one thing I am convinced, and 
that is that the C and D classes and their teachers, particularly 
in the junior schools, hold the key to the future. If it can be 
shown that effective special educational treatment can be given 
under what one may call ‘standard’ conditions of numbers, 
equipment, etc. (in the sense that such conditions are re- 
producible in many other schools), then there is a chance. What 
happens under better conditions, however impressive, is a side 
issue, if thoSe conditions are not reproducible on a large scale. 

. In the long run it is the quality of teaching, rather than 
the conditions, which will decide the outcome. Additional 
training may help those who do the most responsible work, 
in special schools, or as leaders and pathfinders in ordinary 
schools; but the majority who teach the lower streams 1n 
ordinary schools will be influenced by their training colleges, 
and by the efforts of their Local Authority to see that opinions 
and practices in the schools are favourable to the development 
of sympathetic attitudes to the less fortunate children, In the 
last analysis, special educational treatment depends not on 
policy and organisation, but on the human qualities of the 
teachers, and in a book concerned with policies, it is as well 
to end on this note. 
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